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ABSTRACT . 7 |
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Finally, suggestions vere made of means by which data gathered about
each element in the framework could be used in further analyses.
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education, a discussion of the rationale for programs in this’ area,
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. . GIAPTER 1 | e
JINTRODUCTION |
H b .

Bacggx:ound fo the y , ]

.
-

Technical and Further Educat compasses a wide range of programs offered -
'm ‘s\range of insti’ttgjdgﬁi'?:::cies. In essence -it is concerned with C
post school ‘education other than that provided at universities or the advanced
education level in colleges of advanced educstmn. The activities which are

seen as bemg the respons.tbihty of TAFE institutions are:

i

1 vocational tramxng far a trade or other skilled ogcupation either ‘\_/ - .

as initial prcparatxon, gpecmixntion,'hr updating eaustmg
knowledge, v . :

~ . » .

) - ' - .
2 preparatory or br?dging courses prior to vocational trgining,
3 ;etrain'ing for people returning to work or changing jobs, and ,

4 'personal enrichment and other programs-not directly relatgd’ to

training for work.
. . - ¢
It is worth noting that whilst the emphasis on vocatmnal education in

Technical’ and JFurther Education’is strong, it has been broadly defzn}d The -
Report ‘of the Australian Committee on Technical and Further Education (1974)
argued strongly agaipst Apncelvxng vocational educatzon ‘as & narrow form of
train1n§/concerned solely with the develepnent of skllls. It was stressed that
narrowly canceivdd skill tralning was d1sadvantageous to ‘the 1ndivxdua1 both -

in terms of not acknowledgxng personal development, and in not creating the .
basic understanding necessary for continuing education. A shift in emphasis

was urged. The needs of individusls to develop ‘their sbilities was to be

" accorded higher priority relative to the nanpowcr¢deménds ‘of industry. ‘The.
change may have been only one of emphasls, but the recognition in the report

of the importamce of balancing the needs of industry and individuals was a

public acknowledgment of th? broad role of vocational education.

hY

In addition to an emphasis on Q?aadly defined vocational educat1on,
a key characteristic of Technical and Further Education is 1ts responsiveness
to individual, community, and 1ndus£r¥ needs. Semetlmes this is emphasized
in the claim that Technical and.Farther Education is more clearly within the
'sexvide', than the 'autonomous' tradition of post-secondary education
(Coughlam, 1877). While such a distinction is probably more blurred than is

cugz;ntly recognized, its expression does emphasize a'peint held by many in

‘~10. o ' o



_teaching useful' skills, and open adm;ss1on.

-

\

. < . »
Technical and Further Education® By comparison yith a university, an
institution of Technlcnl-and Further Education places less emphasis on

Y

academic rxgour in selection on the advancement of knowledge in establlshed
5isc1p11nes fsnd research Rather it emphasizes responsiveness to demand

~

As'a ccnsequence of these aspects of their rationale,. institutions N

providing Technical and Further Education have been engaged in developing
. ’ [
new courses, and modifying existi&g courses, in response to changing economic

circumstances. Among several important changes in economic c1rcumstances

-

over thé past few years have been A ¢ !

1 an 1Acrease in the general level of unemployment, | ’

2 a markéﬁ incré;se in thg level of youth unemployment,

3 changes in the structure of. manufacturing gnd service industries, and

b decline in the capacity .of some industries to provide the components

of vocational education which they previeusly provided.

+  Given that Technlcal and Further Education is commltted to being
responsxve to changing circumstances the issue of program evaluation is one
of great 1mportance Dec151ons about the development of new programs, the
mndlfiﬁstxon of exlstlng programs, or even-the dlscontlnuance of some programs
need to he made on the basis of as much 1nformatldl as possible. Evaiuation
has been defined as fthe process of delineating,‘obtaining, and providing
useful information for Judglng dec1sxon alternatives' (Stufflebeam et al.
1971:40). As such, d commltment to evaluation is a necessary concomitant of
a commitment to responsiveness. Ev\luatlon should provxde some guldance as -
to whether new,'or‘previougly existing programs, are meeting the needs for
which they were intended, and what modifications should be made to them.

.

+ ! . . . LL
‘Against this background the Technical and Further Education Commission approached
the Australian Council for Educational Research with a request to undertake an

evaluation study of some work preparation (or pre-vocational education) programs.

There “were three objectives spec?fied for the project. ° ~
]

1~ To establish a general methodological framework for the continuing ‘
eQZIuation of TAFE programs designed to prepare people for working

life, This framework was to be eapable of adaptation and modification
as necessary to meet the neeg¢s of particular TAFE authorities fér'the.

2
future evaluation of their own programs in this area.

, 11 g



2 Tq obtain a worthwhile assessment of the effect1venés$ of a selected
nusber of work preparation programs currently offered in .Technical ,
. and Further Education. ‘

3 To-identify major problems and factors which could guide the future
_develqpnenf of work preparation program§ in Technical and Further

..

. Education. . >

The brief indicated that s major purpose of the study was the establish-
+ ment of 'a sound methodolpgical basis on which Technical and Further Egucation
author1tles’themselves can assess the effeetiveness of their current work
preparation programs and plan the development of future programs', It was
recognized that a.comprehensive evaluation of current programs would be
difficult becguse of the recent origins of the programs. For these reasons it
was envissged that the evaluaz1on studies mentioned in oﬁ}éctlve two would be .
part of the developmental work associated with the methadology

Within the statement of the first objective there was only a general
indicatio,n of the types of progyam t: which the methodology should.be .
applicabfe:- those which *prepare young people for working life. An early
. ' stage in the project, described in Chdpter'rwo, involved delineating a more \

. -~ Zabr .
precise definition of the type of program involved.

-

There was an explicit indication with the stated cbjective of three other
. points which have guided the preject. ,These were that the evaluation metho-
dologflshould be general, adaptable, and directed towards the regquirementsfof

<

echnical and Further Education Authorities. It is worth considering these .

three points in a little more detail.

The prqgraﬁs being considered in the presiEF study ranged over dfverig
occupational areas. In each there were goals which were general goals and -
others which were specific to pérticular programs. Conséquently the . general
framework for evaluation was developed in a way which‘érew attenfioﬂ fo both
types of goal. Some elements of the evaluation' framework were generally
appllcable to all programs, whlle other elements were specific to particular:

R\?grdms . In the applxcatlon of the evaluation methodOIOgy attention has been
focussed on the general issues involved in the transition from school 4o Qork
rather than on SpeCLflC occupathnal skills. By concentrating on these more
general issues it was pos51b1e to make the best use-of the resources ava1lab1e: ’

A spec;flc skills orlegted approagh would have been o?;nore limited use

f
.
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b1l such prograns ' b - . .

§

' : Ct s ‘ . .
.“ By &ep;rnting the gencul frol the speclflc elenmts o,f an evamatmn .
-of pm-v&atxmﬂ e&qcauon- prograsy we h:ve‘a:tmted ta mdicgte that sud'x
= apprhach to evaluatmn cm be: s&mpt:h;c Specxfm net.ho&s of evalustmn
:uited to pu‘txeul;r objnctives of different _pmg'rus can- be j.ncorporar_e‘
Uwithin & gcn.erai frneuork.. In brief, prqv:.smn for adaptmg the appmach

‘ outlined in this report has bc9_ made by, distmguzsh{n,g specxflc e;lenents of

pa.rticular pre- vécatmnal e&ucatmn pmg;ﬂs fmn..generxl ele-ents Tomeon tq-
M ‘ : [N - . ¢

. me pmblen in dévelepmz strat:egxes far evaluar.lon is oft’en .that of
dcfimng the ghent group. In this, pfo;&ct it uas. stated that’ the evniuatmn

strategy should be d;rected towards ';‘eqhmcsl snd Further Educatxcm authon- :

v e tles. -One 1q.>ortant consequence of. this dn-ectmn was that it was péssxble

to assupe that reicurces would be avulable to those groups - for stat;stxcal

cmﬁyses of questiannaue retmns and othar data. Another important conse-
- quence yas that. "it could be assuned that those ‘evaluating we!a not directly
involved in t\*ﬂ/mg the prograa. sDespite this orieptation saie attenpt has
“been made .to mcorporate material which might also be of use fbr 'évalustlon:

P
.sp « 4
sr'- '

at college*level.
< L

L4 p
. .

. | The Report = . L

This repoft ié'conﬁbsed of two volumes. The first contains a description of
some new developnents in pre-vocational education, a discussion of the
rationale for programs in this area, and an outline of an approsch to their
evaluation. The second contains the results of some trxals of methodsg in
four selected ‘pre-~vocatignal educgtlon programs, In brxef the f1rst ‘volume
is predomindntly concerned with the first objective of the study, while the
second is predonlnantly concerned with 111ustrat1ve data ar‘51ng from trials
of the methaods developed '

L. ' The programs studied in this ﬁroject were not necessarily éﬁpical-of
pre-vpcational education programs in Australia in 1978. They were drawp from

just two states: New South Wales and Queensland.  Moreover they have Rlen .
selected a8 representing important developments in this field: simulatRd

work environpents in college, polytechnithl trade pragrams, the pfovision‘o?‘

extensive work experience, and the substitution of full-tiié for part-time

~study. 1t was considered that a resaarch project that concentrated on the

issuQSvraiéealby these developments would be of mdre value thag one which
attempted to encompass the full sp of pre-vocational education.

e

'
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_studefits, who are better sb%g to participate in adult life. .

B
j \In this report we have taken a broad view of the rolevof pre-vocational
educatxon programs, vaen a context of lznlted employment opportunxtxes for
young people, and changes in the demand for different types of skills such a
perspective ‘seemed approprlate. ‘Rather than concentrate on the deveboplenf of

-'partxcular skills for predeflned occupations we have con51dered the role of

\

these+programs ih fac111tat1ng the transition of young people from schqgl to
adult life. Prepéfation for work has certainly. been }ecognized as an aspect

'of this transition relevant to the presgnt study, but weehnye also been.

' concerned with the'role of pre- -vocational education in the developnent of

L ]
. » “‘
I T ~ ‘.,s;ﬁ $

.
-«

The Context
[

' ‘. - .
. /

~ “Pre-vocational education has emerged as an important area of interest i -

recent -times. The Connlttee of Inquiry into Education and Training, as a
result of its examanstion of trade trailling recommended 'a prOgreséave
moygment to &’ substantial component of pre-employment education and train-
ing' (Australia, 1979%(3):28). In support of such a shift in emphasis the
Committee argued that structural change had reduced the basis for effective

' .training in some industries, that economic fluctuation had' caused reductions

in the number of apprentices, and that technological change had created new
denacnds‘u on traini‘p

in opinion on the best methods of trade training. It cited submissions which
argued against any further shift iowards full-time-trade training other than
initial training (Australia, 1979 (1) 305-306). The arguments against full-
time training related to the cost of'trainlng and the need to ensure that
training reflected actual‘:ork methods. With regar§ to this latter point,
the Committee noted the observations of a previous study group which had
reviewed full-time training methods in Europe. That group had expressed
reservations about the lack b% practical workshop experience in those courses
(Australia, 1969). As a consequence the Committee favoured & mixeds system
involving a substantial component of pre—employment>education as part of the

method of trade training. However it was suggested that the increase in pre-

“employment training should be gradual and in only a few trades at first.

According to this view the evaluation of pre-vocational educatior would
play an important role in the evolution of new structures of vocational
training. In this report some approaches to such evaluation studies have

been suggested. The approaches suggésféd have been concerned with educational

[ 23

.

systems. The committee noted that there were differencesv .
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e

N _ - ' :
aspectss of @rogrm of pre- \rocatmnal eduamn. Other importapt aspects

of the provision of such prograns were heyond the scope of the study.-
. f‘\'

g It is mportant to.recognize that the main thrust of this report is
the developmeqt of a general framewark for evaluatmn rather than the

prescription of a detailed procedure. In any evaluatmn study of a prog.ram-

on pre- vacatmnal education it will still be mpcrtant to identify the
impcrtﬁn&fvaluatmn questmn most relevant to that" partlcular program and
de:ery‘xne the most approprlate procedures for gathermg evzdence.. The
detalﬁie& "prd'cedures tried as part of the present study - constxtute only one

of a number of‘possible ways in which the general framework might be used.
L. . , "/
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T . CHAPTER 2 '
: N ' : a'/”\ 4 . K ' . / S
B PRE-VOCATIONAL EDUCATION : ITS RATIONALE _ /
<o . ' ‘ . . o { ' / * . : /
A v . ‘ N - ' . ’ l. ‘ "’ /
. : Types. of Program . / S F /

- . ‘ . : v “‘ . /

A great hany-of the. educatiopal programs offered in Technical snd(quther

*  Education institutions could- comsxdered to 1nvolve work preparagion

. Indeed an 1;§or$an€ co:ponsnt of nany courses in other forms of pgﬁt—
secondary educatxon is preparation for wgrk They present pro;ect{has been
deliberately cnnfxned in its $cope in two'ways Firstly, it hasfbeen confi
to pragrans conducted in institutions of Technzcal and Further Educat1

\&\ range of programs rather than one specxfic course of study

L LY i

is that theyAproﬁide'é course of full-time training for yo
R donmencinz work. In general pre -vocational programs adnit students after
conpulsory schoolxng finishes at about Year 10. Thus they begin &t the basic
T post-secondary 1eve1 equivalent in age :;;the first stage of an ppreng;@éghiplf”
Programs whi'ch fit these general criteria vary in vocatiopal sp ificiﬁy; the
extent to which they are plsnned to 1ead to further training, and the txme

taken to complete the course. .

There are four important groups of educational prognams in Technical and
Further Educatxon which can be clsssed as pre-vocational in the sense
described above, . ”,

o1 Pre—apprenticeship/prog}ams which are intended toalead directly to an
apprenticeship in a particular trade. Completion of such a course may
involve sgre reduction in t%e duration of an apprenticeship and the

educational requirements of an apprenticeship.

2. Full-time courses intended to provide work preparation in occupational
areas which have not feen involved in the apprenticeship system. One

such area is that of office or clerical work.

-3 Polytechnical courses designed to provide an intfoduction to a range
of trades with some specialization later in the course. These courses
may be intended to lead to an apprenticeship but might not necessarily
involve a reduction in the term of the apprenticeship.

A : r
)
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4 Courses of full-time study intended to lead to a combination. of work v
and further part ~time s:udy thaugh not subject ta the apprenticeship )
system. L : . co _ . . n
> 'Y N ~ . N _‘% . & .

"~ In 19#8 the-duratzon of most of the programs cons1dered to be pre-

. vocational was one year. However there were several specifxc pre apprent1ce-
shxp courses which were only 14 weeks long (e.g. the pre—apprentlceshlp Sign-
wrltxng course in Queensland) whxle others extended over 54 weeks (e g. one
‘form of the Carpentry and 301nery c&hrse\ln New South Wales). v

. - «
] '-~ R

- .
) .

4 The &acggrmmﬁ to Rre-\’ocatmnal Educatlon An Overview

v . . =

Recently there—has been 1ncreased atxentgon g1ven ;oi?ggcaflonal programs .
designed to facilitate the tramnsition of yoq§: pegﬁ%

Manifestations of this copcern can be found

programs -offered .in ;econ&ary schoo}s-(Blakers, 1978:349-406), linked courses
(Blakers, 1978:416—432;7G§tt§*1§78), and in the generaliypve to include more

from school tp work.- > - -

the variety of work experience

vocationally oriented subjects in the general secondary cﬂfriculum. Pre-

vocational education'programs in Technical and‘Further Educatioh institutions
have also been.seen as a means of assisting young people move from school to
work (TAFEC, }1977:125). Central to_ this view of the role of pre-vocational
education is the belief that the developmgnt of general and specific vocational

skills through these courses-will facilitate the transition from school to work.
Concern with the transition from school "to work is not the only factor
which has aroused interest in pre-vocational education. Three other factors

L]

\
appear to be involved in the development of these programs:
1 Aeeting the changing manpower demands of industry,

2 overcoming difficulties in the apprenticeship system, and

il

3 providing & suitable curriculum for the greater diversity of abilities
]
and interests that characterize pupil? now remaining at school to senior

levels.

These three factors can bé linked to the aims of pre-apprenticeship courses sub-
mitted to the Coumd;tee of Inquiry into Education and Training by the New South
Wales Department of Technical and Further Education (Australia, 1979 (1)}

298-299). That submiséion classified the aims of pre“appréqticeship as primary

and secondary. ‘Primary aims concerned the transition ffom school to work

- through the development of vocational skills which matched the needs of industry.

Secondary aims concerned the personal development of individuals as members of

society., Thus these primary and secondary aims of pre-apprenticeship courses

8
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correspond to thgﬁma'or factors which)appear to be important in arguments
e

for thé developm pre-vocational education in genersl, o .
\]

The 1npqEFance of each of these factors differs for dxfferent types of
program, and-varies over txmé as economic cxrcumstances change. However,
all. four are given some recognition in the stated ratxonale for most pre-
vocatxcnal programs Issues related to the.role of pre vOcational education
.in the transition From school to work will be considered in greater detaxi\f
later in this chapter. Prior to discussing those iS$sues it is worth
considering the other three factors often ingludéd in, the rationale £9r pre-_

vocational education. ’ '

Manpower Demands

~
1

The Technical and Further Education Comm15510n (1977:125) has suggested that

two types of allesed manpower demands appear to have prompted an interest in _
full-time pre-vocatxonal courses. The first was,the general demand |
skilled labour. The second was the episodic demand for sk111ed msns}wer as

industry emerges from a receSS1cn.

General demand J S

Since 1971 there appear to have been two distinct periods of chang
employment in Ausgralia. According to the Department of Emplayment:
Industrigl Relations (1978}, up to June 1974 there was a strong deu:
-~ labour. By contrast in the subsequent four years to mid-1978, therf
weakening of the labéu? market. The decline was most marked i; ma
industry where employrment fell by 206,000 "since March 1974, and bi
vhere employment fgll by 60,200:since a8 peak in May 1975. Only in:
tertiary seétor wﬁieh is maigly concernéd with the provision of se§ ices,
has there been sustained growth in employment since 1971. Since J

an additional 162,000 were employed in the tertiary Sector of the j

been argued by some (National Training Council, 1977a)" that ev n when there
is high unemployment there pay still be labour shortages in c-
occupations such as the metal and electrical trades. The Te

Education Commission submitted to the Committee of fﬁquiry i



Wls

A

vu‘ Trsiﬁing as part of an argument for the developmept of new, and expassion of,
~existing forms of sk111 training, “the vzew that sk111 shortages existed in

some areds. * » : L -
~ ' I : ' R
- At present, &espitévghe depréssed state of.the économy, there ard still
“labour shortages in certain skill areas - in the metal trades for
example. Current:shortages vf skilled people, and trends in migration .
mentioned above, and demographic trénds and- indicating an iging of the -
population combine to indicate the need foraurgent measures to.avert a

skill shortage (TAFEC, 1977:149) - (

- The National Traxnlng Cgpnczr (1877b) ident1f1ed three sources of skxlled
;  manpower: nzgrstion, upgrsd1ng and.apprent1cesh;p traznzng. "It was’ :laxned
that nxgrat1on had teased to be & maqor source of‘skilled nanpower‘bath I
_ because ‘the generai level of migration has been reduced and because the pro~'b
port;on ‘of skilled workers among nxgrants has declined. In support of this
claim & codiparison was made getween the proportion of skilled workers in the
Australian populat1on (9.3 per cent of the workforce in 1977) and the '
declining percentage of skilled workers among migrsnts (10.6 per cent between .

1961 and 1965'to 9.3 perslent during the perzod 1971 to 1975).

Informally upgraded tradesmen were recognized by the National Trgining
Council as a'significgnt but unquantifiable component of the skilled work- .
. force. A survey in 1969 suggested that up to 26 .per cent cf‘fitters and
turners and machinists, and 14 per cent of motor mechanics and panél bedters
;/ were in this category (Nat1onal Training Council, '1977b).. These results
) were broadly consistent with a more recent survey condugted by the Australlan
Bugeau of Statistics (1977) which estimated that 86 per cent of people working
as tradesmen were qualified, although theré were differences between indus-
tries, staf%s and between private and public employment. More unqualified .
“tradesmen' were employed in private than(pubiic enterprises. Smsll firms
were also more likely to employ, unqualified tradesmen. ‘A significant dis-
advantage of this system for the individual is that the upgrading 1s not
necessarxly transportable on chang1ng Jobg This is because the upgrading
may be for very specific work LIt xs.also noteworthy that upgrading is more
prevglent in periods of high employmerit: a point which suggests that existing
training schemes might be inadequate in times of buoyant economic activity.
In a limited number of trades upgrading may be formally recognized under the
Tradesman's Rights Regulation Act; but the number of people who gain trades-
mens certificates in this way is small. Apart from migrants, the number of
certificates issued is about 1,400 each year (Natiomal Training Council,
1977b). :
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' source of skxlled tradesnen L SR ‘:

which are difficult to estimaté. -Such factors include the level of activity «

Y

’:‘ On thcse grounds the Nationsl Traxnxng Counc11 argued that by far the \,
msjor source of * skzlled tradessen is the apprpntxeeshxp system. The nature

of this systel will be discussed in ‘the next section. At this. stage

'_'the discussion is directed only to stata-ents made abeut the system as a —

»
- - -

The N tional Trsinzng CounC11 (L&??b 3) estzmated that the 1ntake cf

‘“ new apprentices had averagéd’shopt 38 000 each year since 19?3/7¢ Of this ®
+. about 20 per cent of apprentices withdraw fron training during the1r;per1od

of, apprantxceshxp Consequently it estxnatad the net outpu; of the system

"at ‘about 30, 000 each year. Over the, ten-year period from 19ﬁ2/68 to 1876/77
'lt would appear that. the annuallintake of new apprentices has groun fron . ) ’

ahout 28 000 to about 39,000 (A
re recent dats ‘contained in the report of the Committeehof Ipqu1ry 7
'atxon :nd-?ra:nxﬁg (Australia, 1979) noted further incr¢sses in the

tralian Apprenticeship Advisdry’ Comn;ttee,

_nunbers of new apprentices in 1877/78.

Estlmates of the requirements for skilled tradesmen appear to be
difficult to make becsuse they depend so much on assumptions abouf factors
e
in industry, the rate of retirement of skilled tradesmen, the impact of
iechnologicxl change, and changes in productivity. The question of the o
extent to which the apprinticeship systeﬁ appears likely to supply,sufficien!
néw tradesmen is’furtﬁer complicated by the nature of statistics about that i .
system. The Committee of Inquiry into Education and Training (Ahstralia, 1979)
observed that some of the statistics concerning the pugber54gf apprentices-

in training had uncertain bases. &

IS
1

‘ The National Training Council f}977b, 1978b3'has argued that the
existing aPprenticeship system would‘nbt proéuce sufficient skilled trades-
men to completely replace estimated annual losses. That argument assumdd

an annual loss of four per cent from the existing 'skilled workforce'. A
small difference in the assumed rate of Joss would affect the conclusions
quite substantially. Moreover, in the estimates made by the National Ej
Training Council there existed some uncertainty about the pool from which
-losses were calculated The skilled labour force is‘somewhat'greater than
the number of quallfied tradesmen and this creates a problem in estlmatlng
the number of new tradesmen required. The Industrial Training Commission of
Victoria {1977) has ét:wn attention to thﬁ need to examine the age distribu-

] N )
tion of the skilled workforce. On the basis that the rate of retirement was
[ ] «
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" likely to increase, that body &rgu&d that thers was,a need to 1nc¥ease the ;

[

s - ‘mumber of tradesmen xn'traxnxng.

Analyses%'onducted for thg Comittee of Inquiry into Edﬁcstégn and
Traigi '”(ﬁihnairdl_§979) were concerned with the issue of whether-there
were rtages of skzlled labour at thé present time. Based b surveys
conducted by the Depnrggent-of Enpioynent and Industrzal Relations it was
conclu&ad that there wa$: not. sn overall shnrtage of tradesmen insustralia
in 977 {Kxnna1rs, 1979:474). In’ fact there appeared to be rsther more
unej onq‘ltradeslcn thaq unfllled vaca§cxes Thé report suggested ‘that

v therqgf rgy structural 1nba1xncas Ad the labour market rather ‘than any
1 shortage of skilled labour. "Hence it' would - -appe thit the aggregite

»

gener
nu-bers of tradesmen and svacancies fer trsdesnen appear to deny the claims
of shortage. Houever there may be specific shortages in partlcular occupa-
tions, 1ocations or even skill areas within trades EDepart:ent of E-ploynent

and Industrial Relations, 1978), even though these would appegr to be few in

‘number. Part of the reason for differences in the viewpointg outlined above
may lie in the pature of the estimates being made. The estimdtes produced by
the National Trainimg Gesacil (1977a) indicate impending rather than actual
shartéges Present vacancies could be filled by unqualified -tradesmen.. In
fact actual vacancies may not eventuate even though skilled trades:en retire.
‘ Ngtional Training Council estimates assume no reduction in the de-and for
skliled tridesmen. - Ig the extent of automdtion in industry has increased
then the rate of production of new tradesmen need not be equal to the rate
of gétirement of existing personnel. The recent Crawford (1579) report on
manufacturing industry in Australia has explored the effects of automation
in more detail than is possible in the present report. It aréued for more
exteneive retraining schemes to assist people tznngust to Ehanges in the

nature’ of work available.

In spite of the uncertain nature of available employment there does not
appear to be any shortage of willing appllcants for apprenticeships. Mackay
(¥9?7a, 1977b) found in an urban region of Melbourne, and in a rural cxty,

a number of potential apprentices who returned to scﬂg:l, or enrolled in
other courses, simply becaiise they could not find employment ;s apprentices.
On a nat1onal basis it is acknowledged that there is an excess of applicants
over apprentlceshlp vacancies (National Tra1n1ng Council 1977) In addition
‘:*“fhgze are probably many potential apprentices who at present are ineligible

because they are older than 19 years. Where this age restriction doei not

aﬁpl&, in the Australian Capital Territory, one in eight of the apprentice

!

[}
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intake is ovér 19. Given that there is no shortage of applicants; the

limiting factor would appear to be the capacxtr of the apprenticeship syste-,

partxcuiariy the capacity ‘of industry to provzdc on-the-job training. Among

-,  the several suggestions for resolving this impasse are proposals for conplan-

“antary variations of appxentxcesth which involve providing the first year of
the program on a full-time basis in a college. '

.

"The National’ Training Council (&977b) has advocated one such scheme which
could reddce the demand on industry for a gives output of tradeswen. Under
that proposal one th1rd of an intake of apprent;ces would undertske one year
of full -time tralnlng followgd by twa yqarsfin industry. The remaining. two
thirds of an 1ntake would serve a conventxonal four year ‘apprenticeship.' The
output from each scheme would be the same but the former would involye about
17 per’cent fewer places in industry st any time. If all of an intéke followed
the new'progran only half as many places in industrthould pe‘OCCupied as in a
conventional apprénticeship. Clearly the ratio of output to demand on
trainin 'places in industry is higher under the revised scheme. _However, it
needs t:\Pe thoted that the total time of training is reduced from four to
three years as a result ofka nore iptensive full-time first year. It can be
argueé that in circumventing the rest;ictions on the intake of apprentices
by-the limited. capacity of industry, a cost has been shifted from the private
to the public sector. This would.arise since students would be doihg at
least the same amount of off—the-job training as previously, but there may
be a need for some additional facilities as a result of the larger intake

> ;nd there would be a need to provide more practical é‘iining in the first

year. : , AN

‘.SuchJa proposal is nqt very different from®he pre-apprenticeship courses
in New South ﬂales and elsewhere in which students study fullJtime for one
year and subsequently obtain a reduction in the term of their énticeship

~ Pre- apprent1cesh1p courses have been included in the category. pr@ vocational

‘ for the purpose of this report. Accelerated Apprentlceshxp Tp&ining (Griffin,
1978) in Victoria compresses the 'off-the-job! training into f{the early years
of’ @n apprenticeship but does not reduce the total time of‘t indenture.
More importantly pre-appreﬁficeship courses are undertaken before securing an
apprenticeship while Accelerated Apprenticeshfp ?rain?ng is a variation in
training arrangements after an apprenticeship has been secured. For these
reasons Accelerated Apprenticeship has not be@n considered pre-vocational,
%:crucial issue in the role of pre-apprenticeship programs, as part of a

complementary strategy to increase the capacity of the apprenticeship system

'
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is that of fhelt::psitipn from pre-spprenticeship to apprenticeship. It is

iipga;&n&;;;*Bnau whether a high proportion of those who complete such
programs sequgntly‘gain,apprenticeships; *If few graduates are able to
complete ;heir‘trainiﬁg the capacity of the 'system would not have been

increased. In brief, the issue is whether the &iﬂitétien has been reduced
or merely shifted to another point. |

_ A noreir:diéaifapproaéh which has beén advanced by soge has Béeq to*
provide s coﬁpketéf; full-time program of tri&ning in the skilled trades.

’ Such-a propossi-uoulé eﬁgble ;he-gutpu; of tgadesnen to be bsgeg*hnkﬁhg '
‘estinited needs of industiy rathbr than limited by the capacify of industry, |
to provide'training.places; rIt would involve a substantial shift in the |
cost of training from the private to:the public sector, as training would
be financed in the same way a5 for other forms of post—;econaary education.
‘The Austrélian.Conmittce on Technical apd Further EdUCaéion alluded to such

8 scheme:
€

In the light of populsation and labour fofce trends and the tendency
for youths to gain more education, the gap between the supply of -
apprentices and the demand for tradesmen is unlikely to be closed by
the number of 15-19-year-olds éntering apprenticeship unless changes
to the system occur more rapidly to suit present social and industrial
circumstances. One of the principal changes should be to implement
Conclusion (44), whereby youths would be subsidised as students, if
they are prepared to study at a technical college full time in the
trades areas for a period; ghis period would be credited as part of
the apprenticeship, should they 5ubsequently enter the trades. This
would require a conscious policy change. The fiction of the present
apprentice-in-industry concept is that apprenticeship training is
essentially on the job trgining, supplemented by attendance at school,
The actuality, however, is,a mixed system concept in which schooling

* and job experience are a partnership, that is, are complementary. The
mixed system shduld make‘grqvision for an introductory period of
education and training off the job for the leArning of the basic
elements of trades -and proper work methods and be followed by periods
of training and experience i industry.> Changes may be necessary in
industrial law to bring sbout the maximum flexibility in apprentice
training arrangements. (ACOTAFE, -1974:1)

Conclusion (44) stated:

... The organization of technical college ¢ourses $hould be revised to
include a full time option for students who in its absence enter the
labour force prematurely and most of whom are not attracted to the
tertiary courses available on a full time basis at other institutions.
There is no logical reason why the community should not subsidise the
vocational educationxpf persons wishing to study for skilled or middle
level occupations at a technical college to the same extent as applies
: to persons seeking a degree or diploma at a university or college of
advanced education ... (ACOTAFE, 1974:x/vi)
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Full-time pre-vocational education programs were th,§xseen as precursors to

+ the development of nare far reachlng full-time training for tradesmen. As

.
~

such continuing evaluatlon of these prograns is important as a guide for

ﬁ\;ure policy. § :

An additional aspect of the training of skined.labaui- ;s'&az not all
occupational areas are served by the apprenticeship system. Many areas of
skill rely for skilled lahour on a variety of formal and informal systems
In other areas technologlcal change has placed new demands on training
systems‘. New types of occupatlons have arisen and the nature of the work ° .
perfomd 1n. existing occupations has altered. Education and training in
some modern skills is not necessarily beSt achieved through apprentibeship.
It is unclear how effective existlng systems are in traln1n§ skilled
workers at the present time. However, the Organization for l:ondllc Co~
operation and Deveiopment (1976) considered that there were in equate
opportunities for young people to gain préctical training outside the
apprenticeship system. Thls was descr1bed as constituting a major problem
for the supply of skilled labour in certain aress,

Episodic demand ' ' o .
The second type of Aanpower deman& cited by TAFEC (1877:124) in support of

the develomeit of pre-vocationai education is episodic demand. This fefers
to the demand for additional skilled manpower as the economy emerges from a .
recession. It has already been noted that the key factor governing the output
of skilled tradesmen through apprenticeship is thke capacity of industry to
employ apprentices. Iﬁ fact the cépacity of/an industry to employ apprentices
depends largely on {the level of activity in that sector of the économy. Given
a depressed level of activity, as at present, the capacity of indusiry to train
apprentices is reduced. Under these circumstances when there is potential for

aw expansion of activity in an’ 1ndustry, perhaps ar151ng from changes in

' economic policy, the response of the industry will be limited by a "lack of

skilled worke?s. In turn this inability to respond will prevent any economic
stimulus having a general or immediatelﬁmpact. The problem has been given
prominence by the National Training Council (1978a, "1978b) who have argued
that such shortages would lead to 'production bottlenecks and new inflationary
pressures'. As the Technical and Further Education Commission (1977:124)
stated, no changes in the apprenticeship system itself will resolve this

problem.
/‘

The fact that the extent of training is tied to the level of economic
activity is compounded by the duration of the term of indenture.: In general,
- #
s .
154 = :
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tﬁiintake of apprentices will take four years to become qualified as skilled
gtradeslan As a consequence any attempt to respond to changed circumstances
‘will not be’ rnpxd Thgpe yho argue that.the spprentxceshxp systelfbnlances

the supply and da-and for skilled 1labour ignore.the lag which is inherent in

‘the system. At present there appears to exist a nexus between the prQV1s1on

of training and the level of aconnnxc actzvity.
&

P} e-vocational education prngrals have heeﬁ seen by the Techmical and
Further Education Commiission (1977:1258) ks:hnvzng the potent;al to re&uce‘
these problems. It is argued-tfiat as & complesenent to conwentional
apprenticeship such courses would buffer the hffécts of viriations in
business activity. Pre—gpprentxceshlp courses provzde part of the normal
training on & full-time basis so that the number of places available is not
dependent on industry. The available places can be increased in advance of
a predicted economic recovery. Qf‘coﬁrsg the later parts of thejtrgining
prograsiwouid be still dependent on industrial treining, though the time
lag between increased intakes and increased mmbers of trained workers soula

-

be rather shorter. - T ’ a

3

The problem of co-ordi

the output from Rre- apprenticeshxp with
the availability of apprenti aces could pe approached in three ways.
One would be to atte-pt a care edlctxon of needs and control entry to
pre—apprentxcesh1p courses using nanpower planning principles. Unfortﬁnately‘
it does not seem that manpower plannxng is sufficiently accurate to enable
this to be éttempted ;ith much ‘confidence. A second approach would be to

allow the numbers in pre-apprenticeship courses to exceed the predicted

- apprenticeship places, and perhaps even to be based on social'desand.

Selection of apprentices would probably be more reliable than if it were
dOpe‘direct from school, and sfudents nizht'be-béﬁxer informed about the

nature of the trade.* Tqose entering pre-épprenticeship would need to be

‘made aware of the availaBility or unavailabilitf'of apprenticeships. The

Technical and Further £ducation Commission ﬁlS(l:lZS) considers such an
approach could be socially justified if the pre-apprenticeship provided
young people with a better opportunity to secure employment apart from
apprenticeship. Such an approach could also be further justified if the
course§ were valuable for the personal development of the individual., A
third approach would be to‘extend‘the pre-vocational courses so as to provide
a course of full-time trade training as a general basis for employment in

& trade so that trﬁining was independent of the level of activity in an

industry. The ramifications of this alternative in terms of cost, practical



tra1n1ng and secinl developucnt ar'e very broad and beyond the scope of this
report At thie stage it can be noted that the Techhical and Further -
"Education Cauncxl (1877:125) xndzcated its support for 3 careful monitoring.

v
of punbers, but allowlng some excess, in pre-apprentzceshlp courses.

‘f Any‘éSnszderatxen of the potential role of pre—voggtiénal educatxon 1n .
meet1ngxmanpower demands ‘depends on assumptxons hade abaut thase demands. /&Z v ¥
‘The extent of skill shortages in 1n¢u§try is unceitain. However, if there )
S ‘are shcrtages 1t seems that-exxst%pg\nethods of- traxnlng §k111ed workers e
‘.. are unlxkely to. overcome them. Full-tlmn trainxng programs are’ supported, BERAANN
by their advocates on the basis:that they increase both the capaczty_and RS

t%e responéiveness of the training systeﬁ They are also seeﬁ th‘prcvide
traifing in areds of skills which aigfnot served by the apprenticeshlp *

. systea. B ‘ '

v o ~

The Apprenticeship System A o

- J

In the diééusSion of the demand for skilled manpower in Austrgiia, the —
apprenticeship system was mentioned as the major- soyrce of skxlled tradssrré
men. During that discussion, gttentlon was focused on the capac1ty of the
apprentlceshlp system to train the number of skilled tradesmen requxred by
- industry. Sqne opinions suggested that the future output from the apprentlte, _ ‘ -

s sh1p system would be insufficient even if levels of production remained static.
;n the event of greater demand for goods and services, it was argued that the

' apprehticeship System would not be able to respond by increasing its output
quickly. There remain other aspects of the éﬁprénticeship stem which are-
important to any consideration of the development Sf pre4v;§§;;§nal education.

-
o

The system

Apprentiégship in Australia at presemt involves industry .and technical colleges

J

in a co-operative training venture. ‘Normafly‘the duration of an apprenticeship

- is four years during which the apprentice works for an employer and attends
technical college for part of the time. The &pprentxce and the employer enter
a contract, or an indenture, binding the apprentice to the employer for a
prescribed period of time., In return the employer undertakes to -teach the
dpprentice the trade or craft. State appreptiéeship authorigies are respensible
for vapproving those émployers who ‘may empléy apprentices and for ensuring that
the conditions of the apprenticeship are fulfilled. The content and structure
of the trade courses offered are ‘the responsibility of Technjcél and Further

», Education Authorities who normally collaborate with trade advisory.commitfbes
- \ !
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of the apprenticeship suthont;‘, Though there is some variatmn between trades
and between states & normal four year apprentxcesth would involve an apprentlce
in about 800 hours attendance at college. Provisions for college attepdance
also vary between trades and states but commonly involve either 'day release!
or 'block release’. A typical day release a angement would involve a student

in eight hours attendance (in one day) college each week, for 36 weeks over

the first three years of the apprentjceship. A typical ‘block release' program

would 1nvolve attendance at colle for seveﬁ §eeks (40 hours each week), in

. each year, OVer the first three years of the course. Block release programsy

are more prevalent in states such as Queensland where transport to day release
tralnlng_would prove difficult. Tt should be emphasized that this is a much

« . samplified picture of the aﬁprenticeship system in Australia.. In“faét the
system is extremely complex as a consequence of the variety of special require-
ments of different occupations, the plethora of responsible authorities, and.

. the relations between commonwealth and state”lndustrlal awards ~ A more
detailed description is contained in the recent&y published accéégt of the
essential feaﬁures of Austraiian Apprentlceshlp systems (Department of
Employment and Industrial Relations, 1977). -

“

Griffin (1978) has described the way in which the present system of .

apprenticeship training has evolved. It originafed in the extended 'on the job'

training provided for apprentices by master craftsmen lasting up to nine years,
This usually involved the informal transmission of knowledge and skills through |
a close working relationship. Usually the craftsman prqvideﬁ food and boafd,
together with aesmall amoust of money for the apprentices under his chargé.

During the.nineteenth century\as production became more industrialized the
training process was restrictgk-to observatién, practice, and advice at

work (White, 1971). Griffin characterized this shift as being from a personal
to a professional bond. He noted that this shift finds its ultimate

¥

expressions+in the full-time training systems of some European countries.

~

The incorporation of a component of technical schdoling was a still more

recent developmentf -Griffin (1978) observed thﬁf*%hg role of technical ) iﬁ;
schooling has b;en eniarged,from its original purpose of providing instruction )

&n trade theory. Tralnlng in practical skills was provided at technical A

schools because employers had trouble prov1d1ng suitable practlcal training

on the.Job. Now employers provide mainly opportunities for practice and
. refinement of the skills iearﬁt in technical school. @n‘biief, Griffin

argued that the trend in the development of apprenticeship training has been

. towards greater formality involving more direct instruction in technical
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schools or similar institutions. Ryrie and Weir (1978) noted similar trends
in apprent}ceship in Great Britain.

In his analysis of apprenticeship Griffin postulated ‘three distinct

components: induction, instruction and exposure. The induction component

~was seen. as that time during which the aspprentice became oriented to the

occupation and the world of work in general. It corresponds to some Jf the
shorter pre- apprenticeshlp programs, though it has not yet received wide
recognitlpn. Formal technical schooling provides the major part of the
instruction component during which both trade theory and skills are_ .
systematicaliy taught. Finally, Griffin recognized an exposurg#®ompénent |
during which an apprentice had time and opportunity to refine and de lop
skills. 1It-was acknowledged that in skilled trades adequate time for this
process was very important. ‘Griﬁfin's analysis of the main components of
apprentice training is valuable in specifying the essential elements of the
process. It gnables one to exdﬁ;ne the system, and alternatives to it, from
a new perspective. Even more 1mportant1y it provides a framework around
which alternative proposals for training in the skilled trades can be

structured.

/
Evidence supporting apprenticeship

A recent review of national policy on the transition from school to work in

Australia COncluded that:

..

It is our wiew, based on the evidence we received, that the apprentice-
ship system has served Australia well and that it should not be swept
away unless something better is put in its place. .

. o (OECD, 1977:54)
Part of the appeal of the apprenticeship system is that it provides a form
of practical training that is based on actual work experience. Through
apprenticeship young people are able to develop vocationally useful' skills,
and practise those skills under the conditions of real employment. #Moreover
they gpjoy a measure of financial ihdependence, and the, valuable experience
of working with adults as colleagues. As argued in more detail later in this
chapter this‘is'probably as important in the transition from school to work
as the acquisition of Yocational skills. At this stage it is ;ufficient to
recognize that advogates of the apprenticeship system argue a strong case in
terms of the developmental needs of young people. Moreover, the case is .

supported by some resecarch evidence. ' ‘ .

Recent research Studies of the entry of young people into @dult‘sgciety
(Wright and Headlam, 1976) and of youngﬁpeople at work (ACTU, 1975) have
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1.
concluded that apprenticés and nurses were among the most satisfied 18 yea;-
olds. Wright and Headlam argued that the combination of learning with working
and earning provided a vgluahle contribution toward the formation of pers?nal
idéﬂtity of the young people involved. Théy gained confidence as th%y increased
in competence and felt useful because they were engaged in real work.

Problems

In.spité of this the Organization for Economic Co—operation‘énd Development
(1977) noted that the apprenticeship system was under challenge. As some of
the difficulties of the apprenticeship system have led to an interest in

various types qf'pre-vacational programs they demand consideration.

One of the problems facing the apprenticeship system has already been
discussed at length: the capacity of the system is constrained by -the level
of activity,in industxy. An additionkl canéequence'of this for some young

-+ people js that they may be denied the opportunity to study in a field that
4 interests them because no alternative to apprenticeship exists in some
occupat}ons. \The present sysf?n appeafs to reguife young people to obtain a

job before they can obtain education in an area. . - .

The capacity of the apprenticeship system as it exists at preient, Seems
, to be restricted increasingly by two additional factors: a reluctance on the

part: of employers to train apprentices, and structural changes in many indupéees.,

p The reluctance of employers.to train apprentices was ascribed by the
OECD (1977:53) to the costs of training. A report by the Commission oé_ﬁnquiry'
into Apprenticeship in Queensland commented that: '
there is much evidence of a positive’rﬁiuctance developing on the part of
a significant- number of employers to employing and training more than a

minimal number of apprentices and in some cases no apprentices at all for
-the present.

! : | (Anderson, 1976)
The report observed the tendency for some employers to recruit skilled trades-
men who had been trained by other employers or governmens instrumentalities so
‘as to reduce costs. Most importantly the report expressed the opinion that
‘this attitude was becoming more widespread. The problem, had not arisen simply
as a result of the present economic recession. A similar enquiry in New South
Wales some eight vears earlier noted that the costs of training tended to deter

employers from taking on apprentices (Beattie, 1968).

Subsidies and rebates to employers who train apprenticez have been

intnﬁi:ced to reduce the effect of this cost deterrgnt. In a&ddition to the

Y
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problem of costs it seems that some employers consider'tﬁit the lower
~ produgtivity of new aﬁfrgntices deters thes from taking additional appren-
_ tices. They contead that working time must be allowed to teach basic skills
to be Fovefed at later stages in their technical courses. ' . \

: This‘lattér problem of a lack of ‘occupational skills is seen as one to
‘which pre-vocational courses could be directed. Such coufées, it is argued,
would provide young people with sufficient basic skills tokhe immediately ' N
useful employees and to continue their training as apprentices. Snneiprn-
. ponents of this form of training would wish the entire ‘training progras to
| be completed on a full- ti-e bas1s, thus shzftxng the cost of training
Yentirely to .the public scctor - _ ‘ \

- ‘

Structural cﬁanges in some industries have resulted in.;eweerpportunig
ties for apprentice training. For exasple, in the building and construction
industry much kgrk which waﬁ once done by genersl builders is now dane;hy

~ specialist sub-contractors. Consequently theke are now fewer builders snd
building firms able to offer the general training for apprentices in this
industry. While some may reach special arrsnée-cnts with sub-contractors,
there has been a general reduction in opportunities for apprenticeship in
this industry. The trend in the building industry in New South Wales has been
extensively documented (New South Wales Department of Technical Educsation,
1873b) and is probably true for other states. Even thoughia change such as
this results in fewer opportunities for tradesmen to be employed in general
building work it does not mean Ehat they should not be trained in the varied
‘skills of the building industry. To train for just one“specifjc aspect of

'rthe industry would limit their future adaptability. Hence the problem which

-

has emerged is that of how to provide such a general training when the
industry can offer few suitable places for 2pprentices.

Not all the problems of;;he apprenticeship system derive from a lack of
places for training in industry. One frequently mentioned problem is that of
‘wastage' during and just after completing an apprenticeship. On average about
6,000 indentures were cancelled each year for the past five years. This can
be viewed as either one tweﬁtieth of all apprentices or about one fifth.of
each year's new intake. Over the duration of an ap?renticeship of four years
it seems that about one fifth of a cohort discontinues the apprenticeship. j\\
Compared with other forms of post secondary education this is not so large

4§§>to wa{ran{ alarm. It seems that when providing for young people whose
a

spirations may change a number of withdrawals from courses should be expected.
' (4
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Table 2.1 Reasons for Cancellation of.Apprenticeship Aggpenents

* ' s Ll

: i  Per cent for esch Trade Group - : Per cont }’i
R . of all Total
.t Elec~ Build- Print- Trade cancel-
Reason Metal trical ing  ing  Vshicle ‘Food Other Grouwps lation *
Misconduct : ‘9 7 10 .2 8 11 6 9 827
Change of. . ‘ : , ,
Residence 7 5 11 11 6 10 9 8 . 513
., Incapacity 10 9 15 8 13 7 16 127 745
‘ Loss of : : ‘
Interest 46 38 58 55 40 43 | ?9 41 - 2564
Training L a - )
Problems 8 20 10 6 5 4 - 9 9 | 533
Other® 19 21 16 18 28 2§ 23 21 1320
Total : ' ¢
Cancellations 1771 665 ‘1104 126 741‘ 5%5- 1238 100 6201.

Per cent of
Average New

* Apprentices ‘ 13 13 17 '}Si‘ ’26 23 23 18

over last 3 o

years P

i Includes entry into other occupatlon of an unsatisfactory work recoxd J

b Includes lack of aptitude, inahxllty to cope with the technlcsl course,
dissatisfaction with training and the inability of the ewployer to‘yrov1de
work. .

. f . . -
€ Inclug}es financial difficulties _ : ]\
Source: Australian.Apprenticeship Advisory Committee (1978) . :

More detailed infbrmatioﬁ about the cancellations of spprenticeship sgreements
is shown in Table 2.1. From those data it can be seen that the most common
reason cited for cancellation is loss of interest. The inabilify to cope with
_the technical course accounts for only nine per cent of cancellations. Improved
- selection based on tests of ability is therefore unlikelx to reduce the total
number of cancellations greatly. Greater.attention to the 'induction compon-
ent' of training might enable potential apprentices to be better informed about
their own interests and the work»which would be required of them so that there
are fewer losses to the system through 'loss of interest'. Pre-vocational
education programs of various types could.be seen a§ a means of providing a

better induction to apprenticeship.
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" An. additiéhal pfoblem confronting the appre ticeship system is that the
Johs taken by. apprentlces as part of their tra1 ing vary in the quality of the
‘traiging they provide. .Richardson and Claymsn 1974) reported that about half
of a sample of Fitting and Michining apprentzc considered that they had not

. received systematic on-the-job training. Many apprentices felt let down. 1In
part, the problem arlses\frcm the nature of a rénticeship arrangements which

-~ often éo not allow for sufficient infegratio of theory and practice. Even)

though they were generous in their comments gbout the apprefnticeship systenm,
Wright and Headlam (1976) drew attention to he problems’ of some apprentices
in linking their technical training and thejir job experience. The National

'Training Council (1977b) notes that such & problem may arise when the tech-
nical training is broad based but the job /experience is narrow. Some dis-
junction between training and experience ﬁs probably inevitable because
apprentices will be employed in so ﬁany different jobs. Only in the group |
training schemes descr1bed by Gr1ff1n (1978) does it appear possible to avoid
this problem. In pm1nc1p1e a ppriod of full-time training prior to apprentlce-
ship would provide an opportunity to co-ordinate theory with practice. How-~
ever, if the apprentices 1ntervxeued by Nr1ght and Headlam are typical, the
practice opportunities-in such a program uould need to be similsr to those
in real work. Evidence from Britain suggests that where there was close con-
tact between afcollegé‘and the firms which employed the apprentices iﬁ its
courses the success rate was higher {(Venables, 1967). Yet Richardson and

Qlayﬁan‘(ig75) noted that a significant pumber of employers of Fitting and

. Machining apprentices did not perceive an obligation to provide a varied
apg‘gxstsﬁng:éprogram of on-the-job training. ,

< .
It has been claimed that many apprentices Ieave school with defxcxenc1e5

in basic mathematical and verbal skills (TAFEC, 1977:42). Raftery (1976) has

spggested that such deficiencies are a serious impediment to success in

P

pprenticeship. Another study (Stock, 1976) indicated that while many
pprentices éeeded remedial mathematics and reading instruction they did not
»score lowly on tests of general ability. Though it could be argued that the
development of these skills is the responsibility of the school systenm,
there is an apparent need to develop the basic skills of potential apprentices
to a higher level. IHowever, it ought to be possible to identify more
precisely the skills needed as prerequisites for apprenticeship in particular
trades and dgvelop those at the start of an apbrenticeship. Such an activity
would have the advantage of being seen as vocationally-relevant by the

students. There is some evidence that an improvement in basic skills can be




-

obtained by remedial programs‘which are seen as vocationally relevant (Walker

- and Robson, 1976). Beeson {1978} has argued that sttention should be focused

on overcoming specific deficiencies in the backgrountl knowledge of beglnning
TAFE students. He contended that such an approach would be a more effective

‘'way of improving the performance ‘of students in their TAFE courses. An

important element in this argument is that it would be necessary to identify
specific p:&fequisite knowledge for the program students are to enter. Qnce
important prerequisites have been identified it would be possible to develop
teach1ng and leamning strategles to overcome deficiencies in that prerequlszte
knowledge An app*xcatlon of this approach to an introductory physics coursa M
in some Melbourne TAFE colleges was successfiil in helping students overcome
deficiencies in prerequisite intellectusl skills. On this basis it was
suggested that the spproach had wider gpplicability (Beeson, 1978:70-75).

The application of this apﬁrpach to training in ‘skilled trades could be
included as part of pre-vocational education. It would probably be more
effective than remedial E}ograms directed to more general aspects of literacy

and numeracy. : ) ‘
. .

The problems mentioned in relation to apprqégéceship de not, in general,
concern the principles :dn which the system is based. Rather they concern
difficulties involved in sustaining the systefp mainly in terms of providing
suitable employment which involves t;aining. It would seem important that
any complementary arrangements to apprenticeship in trade training should
recognize those aspects of appfenticeship which seem to provide effective
training and satisfaction for the students: adult treatment, financial

independence, and realistic work tasks.

o Secondary School Curricula

It is well known that the proportion of young people continuing full-time
schooling beyond the age at which attendance ceases to be compulsory grew
rapi&ly during the sixties and seventies in most industrialized -countries. .
In Australia in 1964, 38 per cent of 16 year-olds and 17 pe£ cent of 17 year-
alds were enrolled full-time in school. By 1972 the” figures had risen to 55

and 30 per cent respectively (OECD, 1977:33). Even though thﬁ rate of growth

has slowed since then, the proportions of 16 and 17 year-olds at school have

. -remained high. Only very recently in some states has there been evidence of

a fall in the retention rate of males. Fitzgerald (1971) documented the way

in which the rapid growth of upper sgcondary enrolments in Australia affected

Ay
¥
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the orgsnizstion and structure of secondary schools. A similar analysis of
the analogous changes in Western Eufdpean countries has been reported by
King, Moor and Mundy (1974). 'In both these analyses attention was focused
qn the wider range of social background;, attainment levéls, interests and
aspirations of students now involved in post compulsory education. Secondary

schools were obliged to review their traditional curricula. ° -

It was noted by Mackay (1977b) that many potential apprentices who couid
not find employment returned to school in Year 11. It is possible thgt other
young people who wish to leave school after Year 10 return to school because
of the lack 6f‘avgilsble eﬁploynent. Some of the more general pre-vocational
courses are.sonetines supported on the basis that they provide an slternative
form of post compulsory educatién for such people (Queensland Department of
Education, 1978a). In support of these courses it is argued that they are

most rewarding for students whose interest is not primarily in academic
subjects.

One study conducted at the Australian Cowncil for Educationsl Research
(Rosier, 1978) showed that family environment was less strongly associated
with the decision to leave school at the compulsory age inong Victorien and
South Australisn students than among their peers in other states. It is
interesting that these were the two states which at the time the data were
collected operated seéon§ary technical schools. The possibility exists that
the curricula of those schools proved attractive to students who wbuld other-
wise have left school. Another study by Connell et al. (1975:301) concluded
that even though schools covered traditional scholarly disciplines well,
some young people found them insufficiently related to the social and
‘VOCational requirements of the society. Poole (1978:13) also
suggested.that many students desired‘a much closer link between school and
work. This evidence does not necessarily suggest that all senior school
programs ought to be changed so that they are more practical. Rather it
suggests. that there is.a group of students to whom a more vocationally '~
oriented form of schooling would be attractive.

In it% 1976 Review of Educational Policy in Australia, the Organization
for Economic Co-operation and Developmeni reported that there was a growing
belief that young people would be given a better start in adult life if they
sensed personal achievement rather than academic failure ({0OECD, 1976:18).

This view is reflected in the arguments for a polytechnical pre-
vocational program by the Queénsland Department of Education (1978). That

body argued that an educational program oriented to practical skills would
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provxde encourage-ent for those whose acadenxc BchleVEIent was low ‘Pd ‘better

fit them to progress into society as informed and adequately preparnd yolng
adults®'. Morrison (1973} reviewed 2 number of studies which supported he
view that continued failure resulted in lower levels of self-esteem. Rebults
from her own research were consistent with this general conclusion though she

noted esch successive failure does not lower self-esteem by an equal amounty)

some adaptation occurs. ) . .

The argument offered for pre-vocationsl_educétion programs as an
altemnative for® of post ccnpuléory education is ohe for greater diversity.
Rt present full-time post compulsory education does not include much -
opportunity for study of skilled trades. It is ;ontended that full-time study
in&ihis area m§y provide an importaﬁt alternative means for the‘general

edugpation of a significant group of young people.

¢

The Transxt1on from School to Work -

‘n;jthree aspects of the rationale for pre- vocatxonal education discussed so
far have cogcerned specific problems to which pre- vocational education has
been seen to provide solutxons‘h It remains to discuss the more general issue

-

of the transition from school to work.

A recent report by the Technical and Further Education Commission considered
that pre-vocational education programs in Technical and Further Education could
assist some young people make a successful transition from school to work

(TAFEC, 1977:125). This aspect of the program certainly evokes wide interest:

an interest which seems to have been stimulated by the 1ncreasqd levels of

.

youth unemployment N

"Problems ciated with young people in Australia leaving-.school to
start work have been the subject of.reports by the Commonwealth Repartment

of Education (1576a) and the Organization for Economic Co-operation and

_Development (1977). Yet it should be emphasized that the issue of a

successful transition from school to work involves more than obtaining a job.
The problems involved in the transition from school to work are in part the

problems of adjustwment to adult 1ife. In leaving secondary school a young
person is moving from a sheltered environment to one which presents new re-

quireménts. At the simplest level these requirements jnvolve longer hours
and unfamiliar procedures. More profoundly they involve adapting to a rtole

in an organization, working with people of a wide range or ages, becoming
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familiar with the values and behaviour of the employer and fellow employees,
“being expected to work without comstant supervision, being held responsible
for one's action and experiencing punishment in other than a personal sense.
The problems of leaving school and starting work seem especially great for
those young people'ﬁha embark on this transition before they are psychologi-
cally and socially equippeg'gor work. Becauée work looms large in community
expectations of adult life, problems encountered in this trahsition seem

likely to have far reaching repercuséﬁons‘on the personal development of

young people.

A problem in discussing the trafsition from school éo work is that
important terms.are seldom defined. What is meant by a successful transitiom
is a particularly ephemeral notion. The simplest criterion might be whether
or not a young persbn obtained a job on leaving school. Beyond that might be
added a measure of whether the job obtained was commensurate with the person's
skill. These two criteria correspond to the notions of unemployment and under-
employment. Lewis {1976) in a study of success in transition of Year 12
students in Australis, aéded the complementary criterion of whether a young
person retained a job, i.e. 30b stability. In the present studyia considerg—
tion of satisfaction in the work environment has been proposed as a‘gurthe;
criterion in examining the transition from school to work. In brief, an
analysis of the transition from school involves unemployment, unde;—employ—

ment, job stability, and job satisfaction.

.

Formal educational programs are limited in several ways from assisting

young people make the transition from sggﬂbl to work. i

Firstly, it would appear most unlikely that any educational program could

have a general impact on the level ofgyouth unemployment. Even when applauding
A

the development of the type of pre-vocational program considered in this study

a recent report cautioned:

Such courses are not a panacea for all the problems of youth unemploy-
ment, for example, they can do nothing to overcome a general lack of
employment opportunities due to the level of economic activity. What
they should do, however, is to improve the motivation, skills, learning..
techniques and self-esteem of people who might otherwise be unemployed
assist in training people in areas of skill shortage where jobs are (
available; and provide an investment in improved productivity against
the time when the economy picks up.

(TAFEC, 1977:150)
\\It is possible that some programs may act as job creation schemes. One

means by which this could happen is that novel and valuable skills might be
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developed, so that new types of job are created‘whefe none previauély existed,
Anather possibility is that the graduates of some programs might be so impres- *
sive that the employers hire them in addition to their normal staff, Neither
of these means of job ¢reation seem very likely. Another possible means by
which pre-vocational programs might have some xmpact on youth uneng}oyment is
by developing skills in occupational areas where there is a shortage of skilled
labour. However, as argued earlier, eyen if there are sobe spec;f1c areas of
skill shortages, filling those positions wduld ohly hdve a sligh£ impact on

the general level-af youth e£¥loynent.'

Secondly, given that a successful transition from school to work involves
more than obtaining & job, the development of new educational programs attacks
only one part of the problem.- The other part of the problem is the nature and

Astructure of work. Wirtz (1977) has argued strongly that to facilitate the
‘ transition from school to work requires more than better vocational programs.
Changes in wérking conditions which result in a more satisfying working life
are equally important. It is a theme which is now being mentioned. frequently
in the literature on schoel to work transition (Mills, 1977; Hus€n, 1975;
Thorsrud, 1977) and merits serisus consideration. At the very least it

‘eught to caution us against expecting too much from new educational programs.

A final possible limitation on the effectiveness of new programs in
_coping with the transition from school to work is that of the institutional
framework in which they are cogducted. The future of institutional schooling
for adolescents of age greater than about 16, has recently come under careful
scrutiny (Bulcock, 1976; Husén and Bulcock; 1976) with a view to utifizing

other ageneies for initiating young people into adult|life. In part this

proposition has arisen because the conditions of senior secondary schools do
not provide sufficient similarities with the world of work. The programs
considered in this study have attempted to overcome these difficulties in a

variety of ways and provide interesting innovations in this area.

4

Even though these liﬁitations need to be acknowledged, it should not be
inferred that there is no place for pre-vocational education in the
transition from school to work. It is worth considering the me;ns by which
"such programs might be expected to have an impact in this area, O0'Toole
(1977) has identified the major goals of career education in the United States

which appear to be similar to the gualé of pre-vocational programs in Australia.

1 The provision of skills; [

2 The development of appropria{e attitudes; h

3 The provision of imformation about careers.
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Some of the problems associated with the expectation that providinmg skills
will ease youth unemployment have been mentioned earlier in ‘this report. In
.ot brief, such an expectation appears to be based on an assumption that under-
lying youth uhenployment i; a shortage of skills. Nor is the assusption that
increagingly high levels of skill are required in the labour market eésy to -
sustain (Berg, 1973). It would seem that the acquisition of new skills might
-affect at best, the relative -position of an 1nd1V1dual in. the job queue. In
any event the employment record of graduates of vocatlanal courses in the
United States aimed at skill development, is not better than that of graduates
‘gf general courses (0'Toole, 1977). It seems that in the United States many ~ .
employers do not demand school graduates with specific skills but would rather '
provide training themselves (O'Toale, 1977). The same comments are possibly
true of Australian employers. ' '

Any consideration of the provision of skills needs to take into account
“the degree of job mobility in modern industrial societies. One recent analysis-
f(Pratzner, 1978) argued that because of the degree of job mobility vocational
educafzoq programs should be directed to 5ccupationa1 adaptability and
transferable skills. Vocational eduéational programs, it was argued, should
‘ prepare not only for a job but for work careerskchsracterized by‘change. The
problem encountered by Pratzner (1978) was in identifying transferable skills.
While there was'consensﬁs about a number of broad categories there did not
appear to be & single agreed list of i;ills applicable across 3 broad range
of settings. Faced w}th this problem Pratzner (1978) argued that because all
. skills were potenfially transferable, the process of transfer was of parafbount
importance. He contended that the idea of teaching for transfer shéuld
explicitly permeate a whole program and should be supported by provid;ng
students with the opportunity to practise and use their skills and knowledge
unde§ a wide variety of conditions.

Viewed in this light the provision of transferable occupational skills
through pre-wocational programs is an important issue. Skills developed
with this objective in mind would aim to provide a person with the capacity
to dé 4 great wmany things not necessarily related to their immediézé
employment. As one example the skills of carpentry are not wasted on a
person who does not become a carpenter. They may p{oyide & valuable and
satisfying basis for many other activities. This conception of the skills
which ought to be provided through pre-vocational programs involves a broader

Y vision of the role of those programs. It sees them as directed towards the
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g transition from ynuﬁh to adult life rather than from school to work. Practical
skills are seen as related to a range of -possible occupations and- leisure time

s.ctivii:ies. Consequently vocationsl courses may be directly related to{ the
‘student's continuing personal develop-ent. '

! The development of appropriate attitudes to work is another way in which

" it is claimed that formal programs of vocational education may assist in the
transition from school to work. Some evidence presented by O'Toole (1977)
suggests that attitudes to work are important factors in obtaining or retaining

. a }oh Such & vxew is consistent with the claim by Edgley (1977) that when

‘ employers talk of a Iack of skills among young employees they mesn a lack of

what they consider to be appropriate attitudes. In spite of this, attitude '

deveinpmeht is probably the moOst controversial aspect of vocational education.,

* Some critics of vogational'education claim.that what is intended is to

develop compliant and submissive attitudes among young workers (Edgley, 1977).
It is argued that by such meaifs employers will have tighter contrel and
employees will be more willing to tolerate boring and repetitive jobs. Other
critics have concentrated on the limited development of a further group of
attitudes. O'Toole contends that throuéh an‘;mphssis on_the development of
skills students are not enéauraged to think about brosder social issues. in
this way they are ill-prepared for,participative_citizenshi‘; It is this
aspect of vocationsl programs that seem to have prompted Wi (1577) and
Bledstein (1977) to support developments in which there is a fusion of llbcrar\
and vocational education.

)

It would appear that the challenge involved in this éspect of vocational
6ducation is to define what attitudes, if any, should be developed, and how
best to develop them. As an initial contribution to this challenge we would
suggest that a distinction be made between attitudes to work and attitudes to
renployment. There may be important attitudes towards the satisfaction ;f
cospleting a p{ece of work thoroughly which are not dependent on being either
compliant‘or rebellious towards an employer. A commitment to good work

_ seems to be one important attitude to work which does not necessarily depend
upon acceptance of an existing social structure. Other aspects of attitudes
to work which can bé considered in this context are vocational maturity and

. occupational 1dent1ty. These are discussed in more detail later in this
section. As a second contribution to this challenge we would argue that an
important part of preparation for work is to understand the social- xndustr14§

structure which one enters. If such an element is not consciously included
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in vocational courses there is the risk of developing the attitude that s
anything which does not involve tec.lmical skills is tmiupnrtant. It is in

‘this respect that curriculum developments which 1nVoIve a fusion of liberal

and vocational education are crucial, Watson (1973) has 1d§nt1f1ed 8 number

of issues 1nvolved in’ prov1d1ng liberal stud1qs within vocat1onal programs and
described alternative s for achieving this. What is ‘needed is to prov1de
liberal studies which are dxrectly relevant to partzcular vocational progréims.
Students are then better placed to relate the various aspects of their course.

In brief, we recégnize that the attitude component of pPre-vocational
education needs careful consideration. We argue for a separation of attitudes .
ta work from attitudes to employment, and for the provision of sufficient
information about social-industrial structures to enable individuals-to. form
their attitudes to employment on a rational basis. Understanding the sod\

industrial structures involved in employment is probably 1mportant for

graduates of pre-vocational courses in view of their need to adapt to the

requirements of a first job. However, it seems necessary to assert that to
-*

provide information sbout employment roles so that an individual may adapt

behavxour ought not necessarily involve an encouragement of passive acceptance

of an exlstmg structure. s S\

We do not pretend that the attitudes to work we have proposed d&e'value
free. However, we do contend that the values are more general and not
dependent on a particular view of the roles of employers and employees One
attitude to work which we have considered is that of occupational identity:
the extent to which student; come to reggrd‘themselves as workers (Musgrove,;
1967). Another important dimension is that of Vocational Maturity, which
incorporates the notion of a prefererice for, and an ability to, make rational
choices about work and careers (Crites, 1969). One study which examined the - v
vocational maturity of students undergoing a course of vocational training
yielded some interesting results (Purcel et al., 1972). ﬂsing the Attitude
Scale of the Career Maturity Inventory :as the criterihn it found differential
effects of vocational training. Students of technical programs showed gains.
on the criterion while students of clerical programs showed declines. In
addition it was found that the gains of the former group were about the same
as the gains of their peers who started work directly. A further illustra-
tion of the types of attitude envisaged as an attitude to work, rather than
an attitude to employment, is- that 6f need for achievement. Bachman et al.
(1967) studied the need for ach1evement through work as part of the Youth in

Transition Project. The scale which was used was more directly related to
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the warld of work than nany n¢asures of need fbr achxevenent. It did not o -
siipiy sssess ‘ambition’ but rather the cxtent to which an 1nd1v1dual desxred
to achieve satisfaction through work: an 1-partant aspect of pre-vocatlonnl

-

educatlnn. _ C

- .
e A

The third area‘in'uhich fuil-tiﬁe pie-vqca;ionéi'educafiﬁn,mighf assist in
the transition from school to work is in the provision of a broad knowledge
of pcssibie career opportunities. More adeQuate career inforﬁatidn clearly
cannot reduce youth employment though it could possxbly reduce the duraticn
of unemployment by providing the cspacity for more effective job seekxﬁg.

"It can also ameliorate some of the problems.of perceived underemployment by

enabling students to form realistic expectations of jabs. The sort of
infornatiaﬁ which can be p?nvided'is of two types. Firstly, young people
can be helped to diScover their oWn interests and ahllltles Secondly, ;he;

requirements of a range of 3obs can ‘be made known to them. Over‘and above 3 '

this they can lesrn how best to adapt thelr interests and abilities to the
s of JObS which might be avallable “The importsnce of providing career

tion.is recognized in career educatlon programs in secondary schools

and in ank programs in Technical snd Further Education (Blakers, 1978).
Full-time pre-vocational programs are sb;e to provide more detailed 1nfor=atian '
about careers. in a more limited field..‘Théy gim to enable a stﬁdant to * r
&iscover his éspacity for work in that field.

A lost 1mportant way in which pre- vocatzonal education,programs might assxst
in the developmgnt of each of these three outcomes and hence in the transi-
tion from school to work is through the prQV1§10n of work-related tasks in a

simulated work environment. In this respett the program could provide two

: inporténf'bridges between school and adult l1ife. Firstly, it might provide a

) gradual introguction to a working environment: an introduction during whiéh

the penalty for failure is less severe and in which guidance can be offered.
Students can become accustomed to longer,houis of work and the ‘different types’
of restriction and freedom which an' adult worker encounters. They can also
learn the standards of workmanship which are expected of them. More* F\\”T“\\_,\\_
,inportagtly in technical college courses they might learn informally from

teaﬁhers who have some experience of industry about aspects of working \life

not easily incorporated into a formal curriculum. .

-Secondly, this type of experience‘can have a much broader value in the

transition from youth to adulthood. _Eriksoﬁ (1968) has argued that work
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experiencé‘dufiﬁg}ndolescence-is v;luable in identity formation. 1 ‘Many
‘young people are now denied such an oppertunzty because of the shortsge of
jobs and the pr'ssura to remain at secondary school. ' The provision of such

-" experience in a supportive environment holds the possxbilitylof rectifying

:_this‘deficiency. Coleman et al: tlQ?S) reinforce this view referring to the
‘exploratary'period in which young people examine jobs and careers in temms .
of their interests, abilities dnd values and the requirements of work, As
Coleman et al. (1973:158) argue the -aim of such an exercise should.nut be
primarily 'to learn a skill but to nge experience in responsible inter-
dependent a;t1V1ty'. There is ev1denc5 that the more similar such experlencg
i$ to real work the more effective it is in facilitating the transition from
youth to adulthood (Shore, 1971) -

Coleman et al. (1973: 142) argue that it is d1ff1cult to provide such ;

.experxence in schools. They contend thst in school a student 1s dependent
and the school is responsible for shepherdlng his development, yet if the
student to develop, he needs to be ,given the responsxb111ty for maklng
dec151ons To reorganize a school so that young people have respon51b111ty

_ and author1ty, they argue, is incompatible with the basic custodial function
of a school. Furthermore, it is argued by Coleman et 31. that an important
part of the maturation of youth involves working with people of different
ages. In schools, students work w1th others of similar age under the direc-

* tion of an older person. '

I

If this argument is valid then this sort of experience is best prQV1ded
outszde schools ip real jobs. One response to this {s the developnent of
work experience programs of various types in s;condary scpoois {Blakers, 1978).
Most of these involve relatively short periods of working in jobs arranged by
the school. These periods of work.are probably valhéble-in-learﬁing-what o
particular job is like and in gaining some e;ﬁerience of the conventions of
working life. However, limited research in the United States has suggested
that the impact of such programs depends very muoh on how well they are planned
and the types of job made available (Stakleton and Magisos, 1975). In some
cases Freedmsn (1963} found that having a job tended to make students

¥ - ' ~

Erikson has written extensively on the term identity. He sees adolescence

as a period of identity formation during which an individual comes to know

himself in relation to his own capacities and the environment in which he
- is placed.

-~ -
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ilpltlent with the demands of the school gsetting. Full-time pre-vocational
: educatxon prograss of the type can51derad in this report offer an alterna-

tive approach to providing this type of_experxence if in these programs the
conditions of the Iégxning environment are made as similar as possible to

| a working environment. TaSks would be made similar to real jobs, and in a few
cases be real canstruction jobs. Moreover the instructors would need to be
people with experience of working in the field in which they teach. Of
course, the tasks can never be real tasks in the true sense, their instructors
cannot completely discard their pastoral role, nor ‘can the program provide
the opportunxty to work with people of different ages. To acknowledge these
prnblens is to recognize the difficulties in provid1ng a surrogate for the
world of work. Short work experience programs face other dxfficuxtxes such

as the unavallabiilty of sufficient suitable jobs and the tension

experienced on return to school. In the present economic climate it seems
‘unlikeiy that real work experience of sufficient duration could be provided
on & iidespread basis. Yet the issue is so crucial that it seems worth
exploring alternative means by which young people might gain some of the '
experience of entering work. '

]

Throughout this disgussion it has been stressed that the tran51t1on
from school to work should be seen as but one component of the tran51t10n
from youth to adulthood For this reason it has been argued that the criteris
for a spccessful transition should be broader than the optaining of a job.

K They should include rg?aiﬁing a job which utilizes an individual's capacity,
and the satisfaction experienced in adapting to & new environment. Such a
view ensbles the role of pre-vocational education in "this transition to be
examined from a broader perspective than whether students obtain jobs: a

criterion which is dependent on so many factors outside the course.

In Summary

Pre—ﬁocational education has been advancgﬁ by various groups as a potgntial
solution to a variety of problems: manpower demands, deficiencies in
apprenticeship training and senior :cagcl curricula and the transition
from school to work. Since many of these problems have elements in common,
the m§jor themes inh;he arguments for pre-vocational education are inter~
related. ™Even though many of the problem areas discussed in this chapter
are interrelated, they provide an indication of the environment in which

the new courses were introduced.
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From the discussion of~g33:rgsg;ional education’ in relation to these
& Al
problem areas, it is possible to abstract three.underlying arguments for its
development. For our purposes these adequately sum up the rationale advanced:
for pre-vocational education by its supporters.

One type of argument could be described as orgaqizational/economic.
This argument has considered the effectiveness of pre-vocational education
mainly in terms of the capacity and responsiveness of the training system.
In brief, pre-vocational educétion has been supported as a means of pro-
viding skél&ed training, which take§ account of structural change in industry
and which shifts training costs from the private to the public sector. With
respect to this argument it needs to be noted that some dispute exists
conéerning estimates of the deuénd for skilled labour. This argument has
hot generally considered the effectiveness of pre-vocational education in

the development of occampational skills.

A second type of argumenf has concerned the efféctiveness of pre-
vocational education in terms qf the development of occupational skills.
This type of argument could be described as cccupational-educationsl. It has
been manifest in concern over the nature and breadth of training provided in
industry as part of apprenticeship, and in concern at the level of intro--
ductory skills which young people possess at the commencement of theéir term
of apprenticeship. It has been evident also in discussion about trade train-

ing in occupations not served by the apprenticeship system.

" Finally, the third type of argument has involved the broader development
of individuals. It has been concerned with more general educational objectives
which are equally important in adapting to work and general living as an adult.
This type of argument could be described as a general educational argument.
From the viewpoinf of this argument the development of useful skkils, and the
provision of valuable experience in pre-vocational education, is directed
toward an individual's personal development and maturity. In these terms
pre-vocational education has been seen as an alternatjive to other forms of
post-compulsory education which would suit some young people. Most
importantly it has been seen as a form of post-compulsory education which

would assist in the transition from school to adult life.

A number of possible research issues are raised by each of these three
types of argument. The present study has been concerned with developing an
approach to the evaluation of educational aspects’ of programs of pre-

vocational education. In particular it has concentrated on those issues °
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important to the development of curricula suited to programs of pre-
.. vocational education. That seemad to be the issue most relevant to state
‘ mthoritius .and colleges in the conduct of such pmgrm

»




CHAPTER 3

" FOUR PROGRANS ™ ,

‘At the beginning of the previous chapter four types of program which were
considered to be pre-vocational were specified.

i Pre-apprenticeship programs intended to lead‘directly to an apprentice-
" ship in s particular trade.

2 Programs intended to provide work preparation in areas for which training

has not been provided in the apprenticeship systen.

3 Polytechnical programs designed to provide an introduction to 2 range
of trades with some specialization later in the course.

4 Ccurses of full-time study intended to lead to a combination of work—
and further part-time study other than through apprenticeship. -

The present chapter contains a brief description of thé essential
features of one program from each of these categories. It ié worth repeating
‘the comment from Chapter One that while these programs 1ncorporste important
features of the newer pre-vocational programs they are not necessarily typxcal
of the full range of programs in the area. '

Pre-Apprenticeship in Carpentry and Joinery

)

. The_general context

During the early seventies the New South Wales Department of Technical and
Further Education introduced a series of 'pre-employment trade courses'’
whereby students attended a program of full time instruction in one or more
trades prfzr to entering an apprenticeship. These were originally described
as Rre—empioyment trade courses to differentiate them from a previous system
of pre—apprent{ceship courses. In practice the new courses were in accord
with the definition of pré~apprenticeship training adopted by the Australian
- Apprenticeship Advisory Committee:

Pre-apprenticeship (or pre-employment) is a training system in which
trainees, normally school leavers, study full-time at technical
training institutes for periods usually ranging from 18 weeks to 42

weeks before formally entering into an apprenticeship under special
conditions.,

{Australian Apprenticeship Advisory Committee, 1976)
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South Wales Department of Technical and Further Education m

L 22 N

From 1978 onﬁ:rds'the pre-employment trade courses ih New SouthoMales have

_been designated pre- -apprenticeship. This new termimology will be used in the
prc;ent report hencgforth. '

In its stated rationale for the establishment of these couyses the New
ioned many of
the points d}scu&sed in Chaptér T Specxfzcally mentioned were the need
‘to increase the range in the poss#ble avenues of education open to studemts
of the 16 plus age groups' and the belief §that the training need is not
being adequately met by the established &pprenticeship\§ystem' (New South
Wales Deﬂnrtment of Technical apd Further Education, 1975:4).

2

The range of trades embr by these courses is broad, though the number
of students in each progrsm is relatively small compared to those in appren-
ticeship. In 1977 there were 1,528 enrolled in the various pre-apprenticeship
courses in New South Wales, while there were about 51,000 appreniicas of whom
about 11,000 were new apprentices. Howeverrit can be seen from Table 3.1

that enrolfments in pre-apprenticeship courses have grown at a more raﬁid rate -
than new gpprenticeships, Heller and Naylor (1978} have §6cqmented the way |
pre~appre iceship enrolments are diviSEd-amongst the different trades. These
data have been recorded in Table 3.2. It can be seen thst carpentry and

joinery had the largest enrolment of the prgﬁgpprentiécshiprcaurses in 1977,

In.2978 there were 348. pre-apprenticeship carpentry and joinery students
compared to 3,265 day release apprent;cesh1p students.,‘ef the pre-apprenticeship
students 125 were in metropolitan centres and 223 were in country centres,

ratxo of pre- apprent1cesh1p to :§§fent1cesh1p carpentry and joinery students

inghe Eountry was approximately doybie that in the ¢1ty.

@

Couﬂ§6'aims

Five general aims were specified for the pre-apprenticeship course in
carpentry and joinery in 1973, The listed aims we;e cogcerned mainly with
the development of vpcat1onal skills and knowledge. Hé%?ber there was

mention of 'practical amndirelated instruction', 'an appreciation of on-site

procedures and organization' and an intention to develop a degree of pefsanal

- responsibility in students.

1 To provide the student. with both sufficient technical education and
- off-.the-job training to enable him to commence employment with some
of the usable skills of a carpenter and joiner and at an advanced stage
of his apprenticeship.

7
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Table 3.I\\‘Prc-kppranticeshipAsnd Apprenticeship Enrolments in New South Wales .

Year Pre;ﬁpprenficeshipé New Apprenticeship Total Apprenticeshipb
1873 263 | 11 160 42 221
‘1974 474 12 566 - 46 097
1975 691 13 189 50 067
197 903 11 595 50 588 )
. 1977 1 528 * 10 873 - 51 317

a . ‘ : : :
Prior to 1978 these were known ss pre-employment trade courses

b . . .
Derived from figures published by the Australian Apprenticeship Advisory
, Committee ’ : '

2 _To bring the student to a level of skill sufficient to enable him to
- enter the industry as an economic asset to his employer; it is
intended that the employer could be a cottage builder or commercial/
industrial builder or a joiner or a shop and office fitter or any of
the other categories who employ carpenters and joiners. ' ‘
A ) - :
3 To provide practical and related instruction in all stages of the
' construction of a single storey; timber framed, pitched roof building

Y to be erected as either a demountable or fixed building.
4 To give an appreciation of on-site procedures and organizatign. R
5 To encourage the student to be the responsible master of his own thought

and actions, both on and off the job, by developing in him a perspective
of his role in the industry and a-disposition to look for and gain from '
new learning situations. The subjects 'Life Oriented Studies' and"

s ‘Communications and Self Expression' have been designed to orientate the
course towards achieving this end.

(New South Wales Department of Technical and Further Education 1973a).

Course structure RN

An essential feature of the pre-apprenticeship course in éarpentry and joinery
was that it was structured around a major work experience activity. At least
half th® time of the course was spent in conétructing a house which was
subsequently sold to the Housing Commission. Each class in a college consisted
of 16 students, but the construction was performed by graups\of eight students
working with an instructor, By this means it wés planned to provide for the
development of practical skills in a realistic working environmeng. As far as
possible the work at the construction site was planned to resemble as closely

¢t as possible the working conditions a young person in employment would
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. Table 3.2 > Distribution of Pre-Apprenticeship Enrolments Among Various | .
(NSW) Courses - 1877 - ' o
Course P  Enrolments \ A
Bricklaying - 89 -‘
Carpentry and Joinery . 314
; Woodworking Machinery - ' 9
Furnishing Trades : . 13 —
Signwriting ¥ 13
Painting, Decorating § Signwriting © 12 .
Floor § Wall Tiling » 14 .
Painting § Decorating .30
F § N Welding = 119 o .
Metal Fabrication 74 C.
Refrigeration Mechanics : 15
Welding '* A 36
F§M | , ' 95
Auto/Welding . , ’ 148
-Butchery 39
Commercial Cookery N 12 ) )
Bakery ' , 11 .
Electrical/F § M : 55 ;
Electrical Trades 72 )
Radio ‘ 15
Plumbing . 24
Hairdressing 50
Auto/F § M , 76
Auto Engineering 108 -
Panelbeating/Vehicle Painting \ 42
¢ Panelbesating 42

Total < 1528

-1,

Source:, Heller and Naylor {(1978)

~
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experience. The remsainder of each student's time was spent iﬁ theory closely
‘related to the construction tasks which were being done ai\that time on the
‘building sxte.

.

In the preamble to the 1973 syllabus it was stated ﬁhat the course
proposed was highly flexible and offered 'a unique opportunity for teachers
-to develop the concept of integrated teaching! (New South Wales ﬁepartment of
TAFE, 1973a8). The syllabus document suggested dividing the program into two
strands: one based on the theory, drawing, geometry and calculations and
the other on the wofkshop and site practice. Furthermore it suggested ways
of inter-relating the two strands. A revised:syllabus introduced in 1977 for
both apprentices and pre-apprentices provided for further integration of the
_suhjects covering trade theory, trade calculations and trade drawing around
24 major items (e,g. roofing). In the 12 month pre-apprenticeship course
students were expected to complete Stages I and II of the apprentxcesh1p
technicgl education churse (i.e. the first two years of CN106) which
included 17 of 24 topifs. The topic organization and the flexibility also
gnabled the theory'to’

closely co-ordinated with the students' activities

-

in the site work of the tonstruction project.

A further 1nportant eature of the program was that 'Life Oriented
Studies', the liberal edu2§t1on component of the program, was able to be
taken by one of the carpentry instructors. ‘Life Oriented Studies' has an
open curriculum in which individual teachers.'and their students, choose
the specific topics to be studied over five themes: the work of the .trade,
the structure of the workforce, leisure and non-vocational activities, —
common negotiations and social requirements. Given an open curriculum in
\tﬁis component it was possible for some integration between liberal and
vocational studies to be realized. The content of these studies could be
‘related to the industry in which the students would subsequently be employed.
Even though this arrangement did not apply to Communicatioﬁs, it enabled a

coherent structure to be developed for the whole program.

The flexibility in {imetabling which was mentioned is in part
necessitated by requirements of on-site construction which could be affected
by such things as supplies of materials or béd weather. However some
indication of the allocation of pr10r1t1es can be gleaned from the schedule
in Table 3.3.

41 50




‘‘‘‘

Table 3.3 Allocation of Time in the Pre-Apprenticeship Carpentry and
‘ Joinery Progran. i .

Subject ' Hours per week
Theory/Drawing and Plan Interpretation 7
Workshop/Site Theory and Trade Practice 20
Trade Calculations 2

Life Oriented Studies
Communications and Self-Expression-1500D

Total : | L3S

Note:  This is based on 35 hours per week for 36 weeks.

Relationship to further courses of study

It is intended that students after finishing this course should complete

their training thfough a normal apprenticeship. Exemptions from certain
of the terms of apprenticeship have been arranged by the inclusion of a clause
in the apprenticeshi? award. It is possible for a party to apply to the
Apprenticeship Committee for credit less than, or in excess of, the prescribed

credit,

' L}

The situation is further complicated in the case of students who have
not been successful in all their final examinations, where individual

negotiations occur, and for apprentices employed under Federal awards.

Notwithstanding these complications successful completion of the 36 week
pre«apprentice;hip course in carpentry and joinery entitled a student to 18,
months credit from the term of the apprenticeship. He would be paid at secoad
year rates for the first six months followed by two years at third and fourth
year rates respectively, In'additgpn he would have only to complete Stage III
of the technical education course on a day release basis. It was believed by
many peéﬁle we spoke to that the length of credit available was a deterrent
to the employment of graduates of these courses. Putt (1978) has reported in

-

more detail on the actual exemptions obtained by pre-apprenticeship graduates.

A new development “l

At the commquement of 1978 a 54 weck, or 18 month, pre-apprenticeship program

in carpentry and joinery was inkroduced on a pilot basis. This began in two

42
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ways, One was the provision of a six month extension for students who had
completed the 12 month course and had not been able to obtain employment while
the other was the provision of 54 week programs for some beginning students.

" In such & program students‘were.expected to complete the final stage (Stage III)
of a technical course. The structure of site experience and instruction was
similar to that in the 36 week program. Successful completion of this program
was intended to entitle a student to 21 months remission from the term of
apprenticeship, It is interesting to note that this development was in
response to a proposal from the Master Builders Association to introduce
complete full-time training for all building trades as a complement to the

traditional apprenticeship system.
1

2 -

-

An Office Training Program .

The general context

-Courses intended to prepare young people for employment in offices have t
traditionally been conducted by a number of agencies: technical colleges,
private business colleges, and some streams of secondary schools. In general,
these courses are intended to lead directly to employment iﬁ office work.
Even though it may be passible.to undertake more advanced studies in
secretarial practice, the courses with which this project is concerned are
not primarily intended to be preparatory to those studies., The;e is no
necessity to undertake further studies to complete basic qualificatioms in "~
the occup;tion as was the case in the carpentry and joinery program discussed
previously, & ,

A In 1978 the Technicalrﬁéucétion Branch of the Queensland Department of
Education offered three pre-employment programs in this general area. Two

" were of six months duration, One of these was a 19 week course for training
clerical assistants whlch requxred no special conditions for entry. The
second was a 19 week course known as Offlce Training A, which required for
entry the achievement in the Junior School Certificate of at least three
points in English, 4 points in typewriting and a shorthand standard of 70
words per minute. A third course in this area was Office Training B, which
was of 12 months duration and required no special entry standards, In fact
it is intended that students completing Office Training B should achieve a
similar standard teo those completing Office Training A, An indication of the
relative importance of these programs can be gained from 1936 enrolment
figures which show 995 students in Qffice Training B, 405 students in Office

Training A, and only 1l students in the Clerical Assistant Program,
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Office Training B was offered at three metropolitan and eight non-
metropolitan colleges in 1978. Even though the syllabus was similar at each
college, there were 1nportant differences in course structure and teaching
methods. In the present investigation, att}l&on has been focused on the
course in operat1an in one college which incorporates a numMer .of important
new features. The new features were sufficiently 1mportant to consider the

program at the college as a8 distinct entity,

The new program began in the latter part of 1976 admitting students who
had partly completed the course at other colleges. It was staffed with
teachers from those colleges who were enthusiastic about and volunteered to
participate in the new program. In 1877 the first group to undertake the whole
of Office Training B under the new program was‘admitéedﬁ

Course aims

In describing the program there were two sets of aims or objectives to be
considered. One set came from the syllabus document for the Office Training
'B. While described as objectives in that document (Queensland Department of

9
cation, 1976) the statements listed simply described the course in general

1 This course is designed to provide skills in secretarial procedures
and to develop the personal attributes ngcessary for persons wishing -

to pursue secretarial careers,

2 The course allows specialization in eithen stenographic skills or

typing and clerical skills, ¢

£ more explicit statement of aims and objectives was contained in the

curriculum documents of the partxculsr program under review, The three aims

were concerned with broad social and personal aspects of the programs.

»

1 To provide all students with education which will make them responsible,

competent and employable citizens.

2 To provide a situation where students canfinteract through a program .

which is flexible and which simulates an office environmnet.

3 To provide an atmosphére of learning which will contribute to their

total development as people.

" {Queensland Department of Education, 1977)

The nine objectives which were listed were mixed. Some concerned the
processes which were to be used in this program (e.g. allow for a variety of

experiences, provide individualized instruction) while others concerned the
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cbjectives of the program with regard to student outcomes. Taken as 8 graup,
while the objectives are mixed, they do pravxde ‘a1 1nd1cat1on of the

1ntnntions of those who franed the progran. -
&

1 To 1nstruct students in shorthand ‘typewriting, office machines,
English, secretar:al practice and social training.

Ny

To enable students to attain a ‘high degree of proficiency in the office
.+ skills undertaken by them. . .

3 To enable students to accept thst secretarial practice, English and
office machines are part of the total office concept and not isolated

+

subjects, {,

4 To provide contact with the business world through exéursions,.guest
. speakers and work experii}:e.

S To pr031de a course of study which allows for a variety of experxences,

instruction, practice; re-~ enforcement recapltulatxon and evaluation,

6. To provide an atmosphere where students learn to work with‘one another,

to assist one another; to work on their own,

7 To prov1de a program of individualized instruction which’ ‘will enable

students to progréss according to their potential, and also incorporating
remedial and/or advanced instruction.

: LI ’
. 8 To encourage student initiative, responsibility and sound working habits.

9 To develop student awareness of the community and the economy.
[

As a result of interviews with those involved in develoging the new program,
it was apparent that' paramount among their objectives wias to enable students
to be ready for employment. Readiness for employment was taken to include
not only the development of necessary skiils but also the, student's genvral

. . ) . ,——/
approach to working in an office enviromment, . '

Course structure

}
~
As previously indicated, th;/g;:::;_;:;vided for two alternative strands, one

involving stenographic studies and another involving t&ping and clerical

skills., Students were able to choose the first alternative only if their
performance on an aptitude test was satisfactory, The Vbrmal structure of
each strand is shown in Table 3.4. ..
In the original curriculum document being considered for the program,
there were four key elements in the teaching of that progranm:
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Table 3.4

cha@i structure of Qffice Training B

Alternative g

Alternative 2\

' Hours . - ‘ Hours -
Subject per week Subject k week
w : T
. Commercial English 4 Commercial English 6
Secretarial Practice 4 Secretarial Practice 5
« ,
Typewriting 7 Typewriting 10
Social Training 1 Social Training 1
Business Machines - -2 Business Machines 4
Shorthand 10 % ReceptioniSt Practice 1
_Private Study - 2 Oral Communication 1
e Private Study 2
- - .
1 Authentic practical application, . _ . ,
2 Imdividual progression, Y
' ¢
3 "Integrated subjé%t'work,-
4 Building and reinforcing a basic core of knowledge.

A major feature of the first keymélement was aﬁ attempt to simulate a modern
office environment. Two floors of a modern office building were leased and
L set out as modern open plan'offices. Evgn though the course was conducted .
~ in a centre which was administratively part of a technical college it had a

£

separéte physical identity. Also important was the equipment provided which

was as similar as, possible to that found in modern offices, In addition, the.

tasks whicﬁ students performed were designed to replicate the tasks which

would be expeeted of them in employment. As pért of fﬁe year's work,‘each

f gtudent assembled an employment folder of samples of their work to present at
an employment, interview.. Organizational matters were handled as might be

gxpected in a modern office. Hours of work were sét to match those of

employment, reporting of absences were as- for a person at work, and the general

atmosphere was that of young péople at work, . - N

The sec¢ond key element, that of individual progression, involved the

exten51ve use of self paced Iearnlng strategies with cassette tapes, work sheets,

and mastéry tests. This approach to teaching was an 1mportant complement to

:he provision of 51muiat%d work experience. In some ways the instructor was

~ N . .' I3
able to function as an office supervisor in each lesson, correcting and advising
v .1

i
v

~ ‘e
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remain for the rest of the yéar. <

. When the Audstralian Apprenticeship Advisory Committee received a report of a

+

-
v

: students who came furinrd with questions rather than dlrectly teaching. This

approach was generally adopted within the framework of discrete one hour
lessons, but the extent of using 1nd1vxdual materials was considerable,. Of
course, the development of some skills such as'&ypxng at a satisfactory speed
was achlev d through group exercises,

The r
knowledgeé, ware partly the result of the teaching arrangements.-~kn important

ining two elements, integration and reinforcement of core,
part of this the fact that all the teachers were committed only to this
program and could co-ordinate their activities. The pfogram operated %F two
separate floors each of which had its own group of teachers and one co-
ordinator. As a consequence, there was good opportunity for communication
between the teachers, In addition, the wark-in.each subject was structured
to provide integration and réinforcement Tasks in English would also
involve typing and. thoSe in secretarial practice’ would require both good ,
express1on and good typing..

\ ‘ | .
By way of conclusion, it is worth reiterating that the aim of the prograﬁ\.

was to prepare young people for office employment and to use individual

instxuctional materials., Consistent with this, many students left when they

had mdstered'thé work to an appropriate standard. They were not -opliged to

#

A Polytechnical Program . d

-

'

The general context _ ‘ . .

-

working puarty on pre—apprent}ceship training in 1976, it was noted such courses

had not been provided in Quecnsland, Tasmania or the ACT (AAAC, 1976). In

. Queensland, there had been a-pre—apprenticgship course in bricklaying'?or 56 ¢

students which lasted for-ZO weeks in 1974 (Hutchison, 1978). Subsequent tf a
meeting of State and Commonwealth Ministers for Labour in 1976, a series of
pre-apprenticeship courses were commenced irr 1977. Details have been recorded
in Table 3.5. .These programs were financially supporte¥ by the Eomﬁbnwealth
Government (Hutchison, 1978:50-53) and participants were eligible for

allowances under the NEAT 'system or the Tertiary Education Assistance Scheme.

In addition in 1977 a full-rime program for schooel leavers who wished
to subscquently enter apprentlcesh1p, or become skilled workers in trade areas,
was started by the Qu;ensland TAFE authorities. This program was known as

the Pre-Vocational (Irade—Based) Course. We have used the term 'pre.vocational!
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| Table 3.5 Prc-hpprenticéship Courses in Qpeénélsnd\1977  : ‘”’“”fﬂf#ﬁ??k

N
‘ .- Duration , Reduction in - Stages in
~Tr‘d§ A?“;- - (weeks) Enrolnant Apprentice- App.course
. ‘ - ship(months) completed

. - ' - ' '
Signwriting/Screen- _ .
processing » 14 7 14 . 12 1/2
Refrigeration Mechanics ~ = 21 14 12 1 aud 2/3
Cabinetmaking . 21 28 6 "1 and 2/3
Carpentry and Joinery 21 28 12 1 and 2/3
Bricklaying . 14 C. 28 12 172

.- ! . .

‘Scuice: Hutchinson (1978:53)

in a generic sense throughout this report. To avoid confusioﬁ, this
pafticular program has been referred to as the polytechnical program since it
encompasses & number of trades, In this respect, it could be seen as a
response to a statement made in the report of the Australian Apprenticeship
Advisory Comm1ttee 'that future development mxght include- pre~vocational

.

training providing s general introduction to a family of trades' (AAAC, 1976:46).

The pclytechnical proé‘hm was offered in one metropolitan éﬁd two country
‘colleges and extended over 35 weeks in both 1977 and 1978} _Total'enralmeﬁts
in the program were 224 in 1977, 112 being‘at the metropolitan college. In-
1978 the enrolments were similar, ébmpared to the total number of apprentices v °‘_
in Queensland which was 21,302 in 19??} or even the 5495 new appreéntices, the i°
number of students in this program was small, However it should be noted
that the program commence§ on a pilot basis and was extended in 1979 to many
more technical college;. It is a significant program in terms of possible
future developments, The Minister for Labourvﬁelations in Queensland was

~ reported as suggesting the introduction over the next five to 15 years of a
system of training 1nvolv1ng an 1ntroductory year of pre-vocational polytechnical
training, leading to & trade spec1f1c pre- apprentlceshxp course, and
culminating in a final shorter period of indenture as an apprentice (The
Telegraph, 18 April 1978, p5). Indeed in the same statement it was envisaged
’ that the appréﬁticeship system might give way to full-time training in

‘,coileges supplemented by a systematic program of work experience.
Lo

It can be noted that in 1979 it was oifered at an increased number of
colleges. Other similar programs concerned with different groups of
trades have been developed.

i
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Course aims

The sims of this program were expressed in a general objective and a series

- of specxfxc ob;ectxv:s. The genersl ohjactive was:

' 1‘To provide students with a full-ti-e educa onal programsste, prior to

¢ genpioynent which will develop a range of i ediately usable skills

o and knpwxedge and which will also develop awareness of differing
sttitudes and values present in society. '

{Queensland Department of Education,. IS?Sa)
A series of specxfzc ob;ectxves anpleied this general aim,

The course is intended to allow the student : ' v

1 To develop the basic skxlls, tochnical knowledge and understandzng
that constitute the prerequisites for subsequent industrial train-
ing across the broad spectrum of trade-based occupations. C

2 The opportunity to progress to s specxalxzed vocationsal educ&tion
associasted with the particular calling in which a student has
displayed & particular sptitude and level of ability to successfully
complete and which offegs the opportunity for future cnploynant,
advancement, security personal satisfaction,

3  An educational experience which is & useful unit jin the development
of pexrsons who subsequently may not choose to follow a technical
vocatzon.

(An alternative to Grade 11 for s;udeﬁ‘s who do not wish to under-
take. tertiary studies.)

4 vA means of developing an interest in and naklng an objectzve-chn:ce .

of a particular occupation or a career.

(Infornation on the nature and extent of work oppoftunities and
requirements of various industrial occupations,)

-t

(Adequate student evaluation and counselling to ensure placements in
an area of {raining selected to sujt the student's level of ability.)

5 To develop desirable personality traits, agtitudes and work habits,

(A means of bridging the gap between school and society,)
. (Queensland Department of Education, 1978g)

As evident from the stéted objectives, the program incorporated the
notion of developing general vocational skills, broad educational development,
and preparation for,an informed choice of occupation. In the area of
vocational skills it was intended to develop basic skills and technical
knowledge across a broad spectrum of trades but also to provide for gradual

specialization in a gartxcular trade.
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Course structure

To achieve the objectives set out above there were two broad groupings of
studies within the curri€ulum: techmical studies and general studie$.
General studies were taken over the whole 35 weeks of the course and -
gncompéssed the subjects communication skills (three hours per week designed
to increase competence in reading, writing, speaking and li;teq%ng), human
relations (between two and three hours each week concerned with developing a
sﬁudent's maturity and an understanding of himsgelf, his social environment,
and his work environment}, and human movement (four hours per week concerned

withjoccupational safety, physical fitness and leisure).

The course was divided into five modules each of seven weeks duration.
Over the five modules there was gradual specialization in the technical

studies as represented in Figure 3.1.

The first three modules were general and encompassed- general skills in
trades practice, drawing, calculations and science. At the beginning of the
fourth module, students elected to study in either an engineering or
c¢onstruction semi-spgcialization. In this module there was somevspecializa;
tion in the trades practices, drawing and sciences. For the final seven week
module, students épecialized in one of the five trade groups indicated and

took all their technical studies in those groups.

Within this structure were,con%éingé>sgveral types of integration.
Firstly, there was integration of skills common to groups of trades covered
in the general and semi-specialist modules. These wete specified in the
syllabus (Queensland Department of Education, 1978a) and represented a bold
advance in thinking about trade training. This approach provided a start
towards applying the notion of adaptable occupational skills discussed in tﬁe
previous chapter. Secondly, there was integration between the general and
technical studies, so that general stgdies were related to the industrial
and social enVironments in which students would wérk. Finally there was
integration between theory and practice which occurred because the course
involved a core of teachers who were committed to it and a relatively small -
group of students. However the course did not involvé any systematic work

-

experience or experience of full scale construction,

Relationship to further courses of study ?

Even though the polytechnical pre-vocational program had rather broad aims

it was/&ﬁycluped with the intention that many of its graduates would enter

[P
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apprenticeships. Exemptions from the conditioms of a normal ‘apprenticeship
were not so extensive as for the pre-apprenticeship course in carpentry and
joinery which have been described previously. A graduate og the polytechnical
pre-vocational program was entitled to exemption from Stage I of the relevaqﬁ

apprenticeship coursé and a reduction of six months from the normal four

years of an apprenticeship (Queensland Depasdwent of Educat%on, 1978a).

A new development

The description above applied to the program offered in ]1978. After

extensive reviews by the Curriculum and Evaluation Section of the Education
¥

v

module 1 module 2 module 3 module 4 module 5
——N ﬂ* » <& I e

Electrical
Radio § TV

: | Fitting D & HEE
Fitting § Turning
Mechanics-Motor
Cycle § Marine
Motor Mechanics

. Engineering

d

Boilermaking

Sheetmetal
Body Building

- ‘Blacksmithing

General\ 4 General General

Construction Carp. & Join. |
— Cabinetmaking

Plumbing
i . | Wood machining

Bricklaying
Stonemasonary

Floor § Wall
~— Tiling

Plastering

Figure 3.1 Pre-Vocational (Trade Based) Course

Source: Queensland Department of Education, 1978a,

§1
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Department's Technical Education Branch the program was both amended and .
~offered more iideiy in 1979. The main change was to provide for earlier
specialization in the program. Three modules of 14, 8, and 14 weeks duration
were included. The first of these was geperal, the second semi- sgfcxglxzed

-

and the 'third spegialized. The basic structure and intentions remain similar.

A Full-Time Certificate Course in Chemistry

Certificate courses in New South Wales and other states have been established
for some time and provide .training of a semi-professional nature for intending
technicians., In that state as elsewhere they have grown rapidly as employ-
ment patterns in industry have changed. Until recently these courses in New
South Wales have been undertaken by part-time study, Parallel with the

~ introduction of full-time pre-employment courses %n skilled trades in 1973,
a number of full-time pre-employment courses at certificate level were
offered for the first time, They were intended to provide an opportunxty
For full- _time vocational study for young pgople leaving school after Year 10
{New South Wales, 1974). The first courses offered on this basis were 1
electrical engineering, mechanxcal engineering, commerce, and archxtectura
drafting. Two years full-time study was involved after which a student
completed a third year of part-time study in combination with related
employment, Subsequently ofher pre-employment certificate courses were

.«  offered,

The introduction of ﬁrc-emplbyment certificate courses was gyided by
an expres;ed wish to provide greater diversity in post compulsory,education,
and smooth the transition from secondary schooling to work (New South Wales,
1974). It was hoped to extend the range of vocationally oriented courges
available to young people. The provision was seen as directed towards young
people who were faced with the choice of pursuing a general school course
out of line with their interesf:'or leaving school to commendg work at a lévql
which gave little scope for future development. It was stated that the
main purpose of the courses was to enable the achievement of vocational
competence in middle level occupations. 1In its annual report for 1975 the
New South Wales Department of Technical and Further Education noted an
increased demand for full-time study which they attributed to the growth
of unemployment in the community (New South Wales, 1976). In particular

it observed a notable growth of full-time enrolments in certificate courses,

From the beginning of 1977 pre-employment certificate courses were

replaced by full-time certificate courses., This rationalized the provision of
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" certificate level courses, as the full-time provision led to the same award,

had tﬁé,saﬁe entrance requirement, and most subjects were the same as for the
part-time courses, However, the full-time courses were to include some
additional subjects to compensate for the lack of wcrk‘experience and some
liberal studies subjects (New South Wales Department of Technical and
Further Education, 1877a}. For the purpose of this project it i;‘important
to note that the provision of full-time certificate courses in New Soqth

Wales grew out of pre-employment certificate courses.

The certificate course in chemistry was of interest for several reasons.
Firstly, it was a course which provided a general training for a range of '
scientific acéupations.. Secbndly, there were similar numbers of male and
female gtudents in the course. Finally it was a course which had attracted
a steady enrolment Bver a number of years. Part-time enrolments had been
ranged frém 635 to 682 over the years 1977 to 1978 while full-time enrolments
in 1977 'and 1978 were 59 and x* respectively,

Course aims ‘ﬁg

The aim of this course as stated in the syllabus was both specific and

vocationally oriented.

o educate students in the basic aspects of chemistry, chemical
technology and associated subjects, in order to achieve the standard
of competence expected of the chemical technician in such areas as
production, quality control, research and development and technical
service,

e

(New South Wales Department of TAFE, 1977b)

Course structure

!

{

The course was structured around four stages which could be taken full or

part-time in a number of combinations,
{a) All stages part-time; OR

(b) Stages I and II full-time in one year followed by Stages 111
and IV part-time; OR

{(c) Stages I and Il full-time in one year followed by Stages 11
and IV full-time in one year; OR

(d) Stages I and II part-time followed by Stages 1II and IV
full-time in ong year,

.

for both full-time and part-time students is shown in Table 3.6. It

The subjects involved in the course and the time allocated to them

o Can be seen that the total teaching time in most subjects was greater for

full-time students., Additional practical work occupicd most of the extra

time and®as included to compensate for the students lack of industrial

53
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‘Table 3.6 Structure of the Chemistry Certificate Coufse

4

| 1 Part-time  Full-time
Stage Subjea; : Hours Hours ‘ ‘
: per Total per Total
. . : " ¥Yr week - hours Yr week hours
1 Practical Chemistry 1 2 72 1 8 (wks 1-12) 96
, Chemistry 1 .3 108 9 ( 1-18) 162
Mathematics 1 1% 54 4 ( 1-18) 72
‘ Physics | C 3 108 3 © 108
2™ Laboratory Technique 1 2 4 144 1 8 ( 13-36) 144
. Chemistry 2 - 2 72 ' 8 ( 19-36) 162
Mathematics 2 1 54 4 19-36) 72
Tech. Communication . 2 72 4 144
3 ' Leboratory Technical 2 3 4 144 2 12 ( 1-18) 216
Analytical Chemistry 1 1% 54 4 (' 1-18) 72
| Organic Chemistry 1 ' 1k - 54 4 ( 1-18) 72
¢ Unit .Operations . 36 3( 1-18) 54
Applied Physical Chemistry . 2 72 5 ( 1-18) 80 -
4  Advanced Technicgd - 4 2 Yo 2 6 ( 19-36) 108
Analytical Chemistry 2 . Fv 7R "6 ( 19-36) 108
Organic Chemisfry 2 2 72 .6 ( 19-36) 108
Industriax.crfénistry , 3 108 8 ( 19-36) 144
The Australian ' : » 2g(  T-18)
Chemical Industry ° 1 36 ond as(  19-38) 1%
/ - o
, |
TOTAL hours
-‘i/’

" .

( .
For full-time students this includes Liberal Studies

a

For full-time students this extends over two semesters.
/
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experience. An. important issue raised by this program was the extent to
~ which it has been possible to compensste for this lack of industrial
experience in a vocational program.

fr

. The Four Programs in Retrospect

"The four prQgrams described in this chapter have been concerned with
"diffefﬁnt og¢cupational fields. In addition the course structures were quite ¢
different.  Yet there were many similar elements involved in the prograas.
o All were concerned with the transiiion of young pesople from school to work.
'gsﬁach attempted to provide a vocational education which was.cancerned with
the broad development of an individmal as well as with occupational skills.
In most of the programs there was a concern with adaptable occupational
skills rather thsﬁ those skjlls confined to a particular job. Above all
in each program there was éi,attehpt‘to compensate £or the lack of work ~
experience of these students, These programs-repgesented specific responses ,
to the general issues discussed in Chapter Two. )

.

N
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¢ CHAPTER 4 - o

. EVALUATION

" Evaluation occurs frequently as teachers make judgments about a variety of

aspects of their job., Such evaluation ususlly involves gathering evidence .
by observatinn and weighing this evidence to produce some judgments sbout

the approprzateness of a particular educational program or teachxng method, ‘
Informal evaluation of this SOTt may often “involve unsystenatxc gathering of
qy1dence and judgments reached quite un;onsciously. This report is ccncerned
with s more formal approach to evaluatibn‘intended to provide reliable evidence
to assist in the making of so\m‘isions about’ pre—vocationél education.

Recent developments in the evaluation of educatldnal and social prograns are
partxcularly useful in understandlng how a systehat:c examznat1on of evidence

can lead to judgments about curricula in general, andApre-vacatxon;l prograss

in particular, The‘first part of this chepter will exsmine those developments-

dre most relevant to the evaluation of pre-vocational education.

The Purpose and Role\pf Evaluation

Evaluatxon is a widely used term wh1ch refers to a form of policy research.
Its\purpose is the appraisal of a program. by means of systematic research.
One well known definition of evaluation sﬁms up the purpose of evaluation,
Educational evaluation is the pracess of dellneatxng, obtaining
and providing useful information for judging decision alternatives.
i : (Stufflebeam et al., 1971:40)

Within this deflnit1on are contained the thn purposes of taking decisions -
and reaching Judgments.. In a subsequent article Stufflebeam (1975) categorized .

the purposes of evaluation as either pro-active, through serving decision

- making, or retro-active in that it was concerned with accountability. This

distinction is similar to that made.by Scriven (1967) who identified two
distinguishable roles of evaluation: a formativg and a summative role. The
formative role referred to the gatheriné of data upon which decisions 'could

be made to imﬁrave a@ program or reduce its deficiencies. Formative evaluation
would thus be conducted in conjunction with program development. Information
from such an evaluatxon would be intended for use by those concerned with the

operation of the program, .

By contrast the summative role of evaluation referred to the use of

evaluation in making judgments aﬂput the worth of comﬁleted programs,

) ) 85 | | \\



S

'Imedi;ate improvement of the program under scrutiny would not normally arise

- from a summative evaluation. Rather, such an evaluation would attempt tn;
determine whether a program hsd been worthwhile. The results of a summative
evaluation might guide a decision about iﬁtrnducing‘é similar program in
another context. In contrast to a formative evaluation the results of a
summative evaluatlgp would be dest;ned for use outside the program. The
_benef1ts of summative evaluation are wore likely to’ be long- -term than short-
term, thaugh Scriven (1967) includes under summative evaluation the compari son

of competinf curricula perhaps with a view to choosing one for implementation..

It would be mistaken to view these,réles of evaluation as mu;ually
exclusive. Stake (1976) has argued that the distinction between formative
and summative evaluation is seldom clear. One reason is that a program may
contain vgfidus compohents‘shch that what is summative for one component was
likely‘to be ‘formative for the total program. Consequently, it seems likelé
that any comprehensive evaluation of a pre-vocational education program will

. incorporate both summative and formative issues., In such an area it is
jimportant to reach §udgments about the programs and provide information for

their subsequent development .
$
'In brief, the purpost of an evaluation refers to the decisions,

or judgments, to be made about the program whllL the role of an evaluatlon

relates it to the continued development of ;he program. A consideration of \
’ -

both of these aspeéts of an evaluation is ‘important in developing an

appropriate methodology.

The Scope of Evaluation

. Y

Evaluation may be conceived as having a narrow or broad scope. As evaluatien
has become more directed towards programs with complex origins and multiple“
purposes its scope has broadened, In an attempt to describe this broadening,
Glass (1972) has referred to two generations of evaluation models, The first
gencrationilFS charaéterized by its predominant concern with determining
whether a program had achieved its stated goals or objectives. In brief, the
scope was narrow, Often this approach involved the translation of goals into
behavioural objectives and using tests to assess student achievement of those
objectives. Among others, Scriven (1967) was critical of such an approach on
the basis that other aspects of the program, such as the goals themselves,
were not evaluated. The approaches to evaluation which Glass considered part

of the second generation of curriculum evaluation models embodied a more,

| 5
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& comprehensive npprcéch to'the.cvaihation of cu;ricula; In brief,_thése' ’
approaéheé viewed the programs under review as-systems comprising a number of
components, Though student achievement was not to be neglected it was
‘considered‘as‘agly one component of the tofal system.

One important aspect of the broader Qbéroach to evaluation described
above was the seeking of more extensive information about the processes and
products of the program under review, Information beyond that describing the
achievement of goals is usuélly needed for ‘planning purposes and is important
for educational decisions. In the absence of systematic evidence about what
pas been taught, how it has been taught, and student reJ tion to such teachingé

decisions about future developments would be arbitrary.
¢ . 4

. Another aspect of the second generation evaluation els concerns the
programs with which they were concerned. Many of the curridula for which they
were developed were concerned as‘gpch with bringing about ch‘ ges in teaching
processes as with increased student achievement, An adequate \evaluation of
-such curricula needed to encompass the process goals., In the e-vé\étional
education programs described in Chapter Three there was an inten jonito provide
for students some of the experiences of work. The extent to which this w§§ .

achieved seemed an important part of the evaluation.

\

The area of pre-vocational education had similar characteristicsito
‘those in which the broad approaches to evaluation had evolved. For 'this
reason the approaches to evaluation which were broad in scope provided a more

appropriate -guide than those in which the scope was narrow.

4

The Elements of an-Evaluation !

N €

A key issue which arises in % broad approach to evaluation is that of the
definition. of the essential elements on which attention shouid be focused,
It has already indicéted that something more than the extent to which a single
goal has been achieved wouid\be required. For an evaluation to be’ systematic

it would be necessary to operate within a framework of component elements.

One way in which the component elements of the evaluation of an
educational program have been defined is by referepce to the type of decision
which they serve, Stuffleﬁeam et al. (1971) identified-four types of ecducational
decision: planning decisions to specify o@jecti&p5, structuring decisions
concerned with the means to the objectives, implementing'decisions and
recycling decisions. Corresponding to these types of decision were four forms

of evaluation. ) . §

. -
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1 - Context evaluntzcn embodi attempt to examine the rationale for '
the ehJectxves. It invalve& consideration of problems in the a\\
educatxonsl setting and uti zed msinly descr1pt1ve methods., -

2 Input evpluatxon was concerned with an analysis of the ways exiif;ng
‘résources could be utilizad to achieve goals and of the additiond
\\_ Tesources which might be required for thé'program.

- -

3 Process evaluation was directed to mon1tor1ng the implementation of a
progran and in particular, to examining ‘the actual instructional .
procedures which were used when the program was taught,

- . T

e 4 Product evaluation was concerned with the assessment of the attainments

resulting from a program in relation to its objectives. This aspect of
the approach Was most similar to the tradi%i::iiﬁﬁaneption of evaluation,

The process of evaluatxon was envzsaged as delined the information
requ;red for a partxcular decisign, obtaining that information by the collection
and analysis of appropriate evidence, and providing conclisions in & foym =~

useful to those who are required to make a decision,

In addition to defining four types of decision, the settings in which
Aecisions were taken were considered to be an important influence upon the
way evidence would be gathered and analyzed. Some decisions would be‘made
in a setting where the prime concern was the maintenance of an existing system,
others would be taken with 8 view to making small improvements to an existing
| systeb, a few would concérn innovative attempts to solve significant problems,
and, finally some would be concerned with utopian activity diretted to radical
changes in an educational enterpri;e Stufflebeam et al. (1971) argued that
different types of evidence would be approprlate, or admissible in dyfferent
4 settings. For example, in a setting concerned ‘with maintenance«af\Jﬁfexxstlng
system, evidence concerned with monitoring perfdrmance of students would be
apprapf;ate. By contrast, in a setting coqcerned with innovation, evaluation
would be more concerned with the processes involved in'classrooms. However,
one of the problems associated with applying this classification is that it
is sometimes difficult to classify programs. Pre-vocational education could
either be considered to be a large innov?tive setting, or a setting concerned
with small improvements in an existing program. The basis for making such

. . . I
a decision is far from clear.

Taken together, the four types of evaluaqign described above constitute
\ 2 framework which has some value for the continuous evaluation of new programs,

such as pre-vocational education in Technical and Further- Education. In fact,
|

"
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the approgch has formed the basis of the nonxtorzng of the introduction of
Pre-Vocational (Trades Based) Courses by the Technical Education Branch of the
Qpeensland Education Depart-ent (1978b). As the new course was introduced a
continuing fbrnét;ve evalu&txon was Sonducted whzch involved all four types
of evaluatxon Bezng undertaken prcgressxvely. ‘ '

-

Because it was developed-thh a view to assxst;ng in the mak:ng of
decisions, this apprnach is closely related to the type of dec1sxon bexng made.
As a consequence it has been expressed in terms nore-appropriate for examining
a program as it is introduced than for an extant prégram; Even though
suhsequépt articfhs (Stuffiebeam, 1975) have argued that the scheme could :
guide an evaluation concérn;d with accountability, the emphasis appears to '
have been upan forming decisions. For this.réason it seems that its value
as an evaluation scheme would’fe greatest for those programs in Technical -

and Further EduCation which were being monitored,as they were introduced.

As -a result of this approach to evaluation being based on-the type af
deCISlon to be made, the elements defined are elements of the evalaation
rather than elements of the currlculum to be evalusted. In the evaluation
of an exlstlng program it would seem better to base an evaluation on defined

elements of the curriculum than on components of the decxsxan making process,

.

An approach to the study of currlcula which was similar to that of
Stufflebeam, but was more dxrectad to the elements of the currxculum, was that
1 ]
proposed by Dahllof’ (1971) Lo

o Dahllof proposed that outcomes could be regarded as a function of three

-other elements of the curriculum: objectives, frage factors and processes. \
- Frame factors were those xnstxtutlonal features which might affect Iearning

_' such aseclass size, teacher quale1cat10ns ~As presented these elements were
o related to outcomes in a simple linear fashion. Even though they seem best
consideted as part of an interactive system, they do provide a useful basis

‘for the substdntive part of an evaluation. The, four elements were considered

to be embedded in the context of social, environmental and mappbwer demands.

Some simiférities exist between t;e elements®of the iculum described
by Dahllof (1978 dﬂd the four types of evaluation formulated by Stufflebeam
(1971) There appears to be a correspondence between ‘outcomes in the Dahllof
approach and the product evaluation of Stufflebeam.. Processes were mentioned

by both. Frame factors, as described by Dahllof, would be included in the

input evaluation proposed by Stufflebeam. A context evaluation would concern

’ . . 61
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1tself with course objectives and the social and economic setting of the

?rdgram. . - . P .

A further prbposa; regarding the elements of a curriculum which ought
to be considered An evaluation was that of Stake (1967). Three bodies of

information were considered to be important components of any curriculum,

1 Antecedents which were considered to be ecnditions existing prior to
instruction which might affect student outcomes (e.g. student background

characteristics, class size, resources etc.).

v 2 Transactions which could loosely be regarded as teaching processes

and other curriculum related activities,

(73]

Outcomes were considered to be the effects of the program including

- among other things student achievement in relation to the program goals,

& Finally it was indicated that an evaluation should include an examinsation
of the rationale for the program. Even if it is only implicit the rationale-
indicates the philosophy, background and purposes of the program. - Chapter
Two of this report codntains an analysis of the rationale for pre-vocatiocnal

education. s

. ) . .
The similarity between transactions and outcemes in this approaéh, ang- -
proceéses and products in the previous discussion is apparent. Antecedents

is a category which included those aspects of a program which were designated®
frame factors Ey Dahllof (1971) but which is broader. It incorporates
student Sackground characteristics and teagher characteristics, two important
factors which did not fit readily in the Dahllof approach. In a recent
publication the Curriculum Development Centre (1976) has combined the proposals
of Séake (1967) with those of Jansen et al. (1972) to suggest thaf
. antecedents arec made up of background charécteriétzcs and stable contextual

factors. Goals were not omitted from Stake's suggested frdmgwork. They i
were included in two places: in the rationale for the program and in the

. intents$ related to antecedents, transactions and outcomes. In both the
rationale aﬁd the intents an attempt was made to encompasixgoals brdader thin

specific objectives, . - .

In these approackes to curriculum evaluation there appear to be a number -
. Y - .
of commOn features. Wh%le the elements of a curriculum which were considered
to be important facets of am evaluation were not identical in each approach

- there was considerae *similarity. -As a consequence it seems reasonable to

suggest the important elements with which an evaluation in-pre-vocational

educatiop should be concerned, =

. o~
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2 . Antecedents relgvant to the program.

3  Transactions, or teaching processes. : e
4 Qutcomes. e
& . '
: Methods of Gathering Evidence

& . . ¥

Recent emphasis on the evaluation of wide ranging social and educational programs
" has had repercussions on the breadth of evidence collected. In general, the
evidence now admitted in evaluation studfes is broader than was the case a
decade ago. Some of this broadening has resulted from a concern to attend to
the evaluation of processes as discussed earlier. Qné development was to make
- greater use of observational data within the framework of flexible research
designs, and -thus allow unanticipated‘evénts to be taken into account
(Stenhouse, 1975:113). Névertheless there are evaluators who still aggue for
rigorous quantitative methods of data collection within the framework of tight
designs (Cooley and Lohnes, 1976).

Though the varied approaches to the gathering of é‘idence are sometimes
ﬁh seen as conflicting we contend that they should be regarded as complementary.
For example, questxonnaxre and survey methods of determining student
perceptions of classroom process complement structured and unstructured
observation techniques, in the.study of classroom processes, Different methbds
oiﬂgathe:ing evidence_should be used to provide information about different
facets of n program and different perspéctives on any given facet of a
program. If different methods provide compatible information the-validity of
any conclusion will be enhanced. If the information obtained by different
methods is not conéistent then further investigations ‘'should be undertaken to
try to discover the reason for the discrepancy. In either case something
valuable aboutr the program will have been identified for sometimes it is
~useful to know that different methods of enquiry yield different result%;j

~ y

« The Management of Evidence -

. ,

As part of an evaluation it is necessaQy to establish a framewerk within
' which the evidence which has been collected can be organized priqr to analysis,
This process does not refer to the technical aspects of data analysis but

the prior organization of evidence in a framework. One framework for this




process which would be appropriate to the evaluation of pre-vocational education
is that proposed by Stake (1967). )

Stake (1967) argued that two major activities were essential to evaluation:
descriptidn and judgncnt; Description concerned not only such things as
student background characteristics and past achievement but the description of
‘instruction and the relatioﬁship between the type of instruction and outcomes,
Judgments involvéd comparisons between various aspects of a program and a
set of standards, ‘ T |
The objects of description were the three elements previously discussed:
;//fff;ﬁfgéedents, transactions and outcomes. Description of these elements involved
- what was intended, or the goals of the program in ;elatioﬁ to_each element and
ovservations, or what actually happened in the program. From these considerations
three types of analysis were suggested, °

*

1 An examination of the congruence between intentions and observations

regarding antecedents, transactions, and outcomes. -

. 3, 5

2 An examination of the logical contingencies, or relationships between

the intended antecedents, transactions, and outcomes.

3 An examination of the actual, ar empirical, contingencies between the

observed antecedents, transactions, and outcomes,

Thus the framework for description was 8 comprehensive one going beyond
the collection of descriptive information about individual elements. Though
it was descriptive of the program it was concerned with the relationships

between the element$ in a program,

Judgment was concerned with conclusions about the program in relation
to an external standard, It was argued that judgments could involve not only
outcomes bhg also transactions and antecedents, Furthermore, two bases for

- reaching judgments wére described.

1 Judgments involving relative comparisons between the program under

review and an alternative to it. ‘

2 Judgments involving absolute comparisons between the program and a

defined standard of excellence.

Hence it is possible to set criteria for judging programs which are
appropriate for the type of decision which is to be made. These two approaches
to judgments in evaluation are analogous to the congepts of "norm referenced'

and 'criterion referenced' tests in the assessment of student performance,
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The issue of, comparative and absolute judgment in curriculum evaluation has
been extensively debated in the literature. Cronbach (1963) hasA9rgued
that ccmparat1ve judgment is inappropriate in evaluation researchCbecause
of the confounding effects of intra and inter-class variability and the
inability to randomly assién subjects to treatments. On the other hand .
Anderson (1969) has contended that, in spite of the technical difficulties
involved, comparative juddweft can provide much valuable information for
people making decisions. It would seem that éomparative judgments are an
important part of evaluation in those fields where it is hard to establish

absolute standards. Pre-vocational education is such a field.

Multiple Criteria

In previous sections of this chapter attention has been drawn to the broad
concepts of evaluation which abound. Different roles for evaluatidn are now
recognized, attention is focused on other aspects of programs than measurable
outcomes, and a variety of sources of evidence are recognized as admissible.
However, even if attention were restricted to the evaluation of program
outcomes it would be apparent that there were multiple criteria for the
evaluation of most educational and social programs. This results from the
breadth af’the goals of many of the prégrams which have been evaluated, From
the discussion in Chapter Two it is clear that pre-vocational education in

Technical and Further Education is directed towards a number of goals.

Many programs are designed to achieve both short-term and long-term goals.'
Suchman (1971) anguéd for distinguishing immediate, intermediate, and ultimate
goals. This provides a useful way of considering the expected impact. of a
program over an extended period of time, It carries the implication that to
judge a program on the basis of one single immediate outcome would be inadequate,
From the rationale for pre-vocational educétion it was apparent that immediate,
intermediate, and ultimate goals were involyed. Therefore programs in this

field could not be evaluated properly on the basis of one immediate outcome.

Irrespective of the time dimension many educational programs, and certaifily
those in the pre-vocational field, incorporate several goals. In this
circumstance an important problem is to determine how much gmphasis should be
placed on each goal in the §Valuation of the program, One recent article
(Edwards, Guttentag and Snapper (1977)) indicates that decisions are based
on 'stakes’' as well as 'odds', It was argued that an evaluation needed to

provide information about how highly valued is a given goal as well as an
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indication of the probability that the goal had been achieved. It follaws
that the partial achievement of a highly valued goal may deserve greater

consideration than the complete achievement of a relatively trivial goal. |

* 4,

Significance and Probability

”

Sy

A traditional practice in educational research and evaluation has been to refer
to the statistical significance of a result. In the terms defined previously
in this chapter this could involve either description or judgment, In
judgment it could refer to the significance of a difference in scores on some
outcome measure: either between an experimental and control. group, or between
one group and a reference standard, In the description of contingen;ies it
could be used to test whether a correlation or regression coefficient is
significantly different from zero. Muchtpducatienal xesearch adopts an
arbitrary level of significance for accepting & result. Commonly, a result

is accepted when tha:3§gbability that it occurred by chance is'less than five
in one hundred (.Oixfl Such a criterion is believed to balance the chance of
rejecting a valid proposition (a type 1 error) against the chance of accepting

an invalid proposition (a type 2 error). \

Among the practical difficulties associated with the interpretation of

y quoted significance levels are those associated with sample size. Relatively
few educational studies make use of a power test to guide the choice of sample
size and define acceptable levels of signifiéance. Consequently in studies
with small samples substantial differences, or correlation'coefficients, can
be r;ported as statistically non-significant, Conversely, with very large
samples comparatively trivial differences cdn be reported as statistically
significant, For this rcason Cronbach (1975) has been crit%cal of arbitrary
significance testing., Like Carver (1978), who has identified other mis-
conceptions about significance testing, he argued for reporting the size of ~
cffects, whether significant or not., Carver ilso recommended that proponents
of significance testing should calculate tﬁe ower of their tests: a
recomnendation reinforced by Cronbach and™Snow (1877). As a further illustration
of the complexity of the problem Ross (1976) has shown that for a complex sample
design the effective sample size needs to be estimated before probabilities

can be calculated.

The choice of an acceptable level of significance is cven more crucial
A ) 'Y
. in evaluation studies than in research studies. An argument for the use of

the five per cent and one per cent levels in research studies has been that it
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serves to guard against accepting false hypotheses as true. This caution may
be appropriate when generalizatioﬁs are béing formulated, but the context is
different for evaluation studies. In evaluation the policy cdnsequences of
rejecting a true propesition cannot necessarily by considered to be less
profound than those of accepting a false proposition. For this reuason thg
determination of an appropriate level of probability for statistical

significance is important,

Consider as an example the issue associated with the job satisfaction of
graduates of pre-vocational courses intended to lead to apprenticeship. In
particular, considex: the question 6f whether job satisfaction differi between
those who are apprenticed and those who are not. Some results obtained from
8 small sample of students have been reported in Table 4.1. It can be noted
that the probability associated with the difference between the two means is
eight per cent, Such a result would be rejected as not significant gt the |
five per cent level in conventional terms, even though the difference between

the means was about half a standard deviation,

A alternative approach to the problem of appropriate significancp levels
has been outlined by Nagel and Neef (1977). They indicated how n optimum
Icve{ of significance might be reached by balancing the costs of a type one
error against those of a type two error. A form of decision theory provided
a basis for this approach. Given a clearly stated proposition it is possible
to develop a four cell matrix based on the proposition being true or false in
combination with its acceptance or rejection. Acceptance of a true proposition
and rejection of 4 false proposition would be desirable outcomes. Rejection
of a true proposition or acceptance of a false proposition would be undesirable.
The approach required the assignment of quantitative values to relative
undesirability of the two which are undesirable. One might assign a value

of -A and the pther -B if the former were A/B times more undesirable. Once

. such an assignment had been made positive values could be assigned to the other

outcomes on the basis that they should mirror the first two assignments of
valye (i.e. +A and +B). Nagel and Neef then showed that the probgbility for
rejectio® of the proposition, which was consistent with the previous assignment

of value, could be calculated as

p = A/ (A+B),
On this basis it can be shown that the acceptance of a probability level of
.05 implies that a type one error (wrong rejection of the null Mypothesis) is

nineteen times more undesirable than a type two error (wrong acceptance of

the null hypothesis)., In many evaluation studies such a view would not be

PN
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Table 4,1 Mcan Scores on Job Description Index for Graduaifs of Courses
Leading to Apprenticeship .

i

_ Mean Standard Deviation Number of Cases
Gained apprenticeship jidé.S? —v‘P0.0S \ _ 30 )
Not appr:nficed \_ 127.16 36,55 18
Total | 137.82 .46 49

F=3.301. P= .08. -

consciously endorsed. - For this reason careful thought needs to be given

before accepting arbitraryvlévels of significance in evaluation studies.
‘Consdder again the example of job satisfaction among graduates of pre-

vocational programs. Expressed explicitly, the'preposition being investigated
is that graduates of those courses who gain apprenticeships experience greater

v

satisfaction st work than those who do not gain apprenticeships. The validity
of that propQsition would have important implications for policy regarding
career counselling and job placement assistance. Two issues which might affect
judgment about this proposition would be the extent to which job satisfaction
among young workers is valued and the cost of helping.such people to obtain
apprenticeships. Suppose that on this basis false acceptance was considered
more ﬁnéesirable-than false rejection, but that the former was only five times
more undesirable as the latter, Notice that this is still an’essentially

. comservative stance. Under those assuﬁpt&onsrthe values of -100 and -20

would be assigned to each of the errors. Thus the probability for accepting

the proposition would be
P = 20/(20+100) = 0.17.

Hence, given the assumptions.stated, the difference in job satisfaction between

apprentices and non-apprentices would be significant for policy formulation.

The assumptions made in the example above were based on our subjective
opinion. They were stated for illustrative purposes only. Nevertheless,
it may also be arbitrary to assume that false acceptance is 19 times more
undesirable than false rejection. The virtue of this approach to
significance in evaluation is that it forces one to make explicit as#umptions

which would otherwise be concealed.
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It is possible that approaches similar to this will become more general ‘
in educational evslustion in the future. In the case of pre-vocatiomal
education it would be inappropriate to use arbitrary significance levels in
interpreting the results of evaluation. Rather.‘ more detailed consideration
of appropriate probabilities would be a more apprgpriate means of considering
results. In addition, it should be recognized thdt the participants in
programs need to be involved in the process of al ocatlng values to different

types™af error. Subsequent chapters indicate some first attempts to

Al

ascertaiy the priorities of different participants with regard to the multi-

farious godls of pre-vocational education. .

Studies of Pre-Vocational §ducation

As a conideratipn additional to the general features of evaluation discussed

in the previous sections of this chapter it is worth mentioning some specific
aspects of research and evaluation in pre-vocational education. Among studies

conducted in this area attention has been givenlto important issues, general

frameworks, and relevant techniques of gathering data.
. \ .

‘Issues in pre-vocational education

Kaufman (1971) discussed several important issues involved in evaluating
occupational programs in Canadian schools. Occupational programs .in that
coﬁ‘gxt can be considered as approximately equivalent 4o the pre-vocational
programs described in Chapter Three. One of the fundamental issues she raised
was the disagreement which existed about the priorities of vocational courses,
Most vocational coursgs contain goals concerned with general citizenship, or
personal and social development in addition to goals concerned with skill
training. Kaufman suggested that it was not possible to,determine the extent
to which these goals are in conflict. However, it does seem important .

to attempt td determine the different priorities allocated to the multiple goals

of a program by different groups of people, -

An additional point raised by Kaufman concerns the difficulty of
determining indicatofs of a program's success. It is unclear what level of
performance is expected of students since background characteristics often
differ from those in Qomparable programs, and are’ strongly associated with
their attainment, ‘Thxb makes difficult the ch01tt of standards against which
to judge a program.. Even rate' of employment would provide a dubious indicator

of the quality of aj vocational program because it is subject to so many other

i
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influences: -general employment opportunities in the region, variatiow in the
‘qualifications set for different;jobs, and the arbitrary nature of the criteria

used for employment selection. b

Criteria of effectivenESS

A series of studxes reported by Freeberg (1969 1974, 1976) has been concerned
with various aspects of training programs for youth in the United States.
Some stud1es have concerned the development of measures which predict the
enployment .success of those enrolled in the programs (Freeberg and Reilly, 1971).
Other studies have.concerned more directly the development ofyc:xterxon measures
for the programs themselves (Freeberg, 1976). The programs which were examined
by Freeberg were ge;brally directed to a group who were more socially dis-
advantaged than students in pre-vocational programs :in Australia. In addition,
the social context in which the'progrsms were conducted differed vastly from
¥ Australia. Nevertheless, it is possible to infer from the results Freeberg
has reporf?d, a number of dimensions which are likely to be ﬁseful in “
evaluating this type of program. ‘

' Anong the criteria for exam1n1ng the immediate impact of VOCSthﬂBl

“programs which appeared relevant to the present. study were: « \
z 1 qudents' proficiency as rated by others (this can be taken tg 1nc1ude
+ ¥ both technical knowledge and practical skxlls),
2 ‘st;dents' self;concept or self-canfidence, 7 N
3 positive work orientation, and ) o - ;
4 attitude to further training and achievement. -

Freeberg (1976) was also concerned with assessing the longer term impact
of programs. In looking at the longer term impact of pre-vocational education,
four criteria which are a little different from those advanced by Freeberg,

seem appropriate:

1 The rate of employment, ~ .
2 Job stabiléty, R ‘ .
3 - Job satisfaction, and A ..
4 Success in further study.
* In drawing attention to the need to examine both immediate and long term '

outcomes of work preparation programs, and in examining multiple criteria at
each level of impact, Freeberg was applying in this specific context, ideas
which wére developing in the general field of evaluation.

- ‘ r
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Methods N N .

One of the most common methods used in the evaluation of courses similar to
those examined in this report has been to follow up past graduates of these
coufses. Isabelle and Lokan (1973) have argued the merits of the follow-up
study as a means of gathering evidence about a program's effectiveness. At the
very least such a study, can provide descriptivé“information about the nature

of the jobs students have entered, how easily they have obtained them, their °

job intentions, and their satisfaction in work. This information, in addition

to the perceptions of their course, could provide valuable inforﬁation for
'gcourse planpers. The follow-up study was conducted by means of questionnaire
‘supplemented by personal interview ef both the student and their emplbyer; >
Slmllar follow-up/studxes u51ng this general range of methods have been

reperted by McGowan, Mongerson and Carter (1971).

[y

1
|
In a review of program evaluation in vacational education, whic? was

N

mainly concerned with the United States and Canada, McKinney (1977) discussed

a range of methods.used in evaluation studies. McKinney argued that\a follow- -
up study should be directed to those who did not complete the course‘of study

as well as those who did succeed Wentling and Lawson (1975) provxdeﬁ

consxderable 1nformatxon about conducting a questionnaire study throu h the

use bf successive reminders. Another study (Heberlien and Baumgartne , 1978),

though not directly concerned with pre-vocational education, has detailed the

factors affecting respomse rates to mailed guestionnaires. That study invelved

a2 meta-analysis of respoﬁse rates from nearly 100 questiomnaire surveys. It

seemed that the most imporéant-feature associated with a high response rate

was the salience of the questionnaire to the respondent. Even though the

length of the qguestionnaire, and procedural details had some influence, these Lo
were less important than the extent to which individuals saw the questionnaire

as directed to issues of direct concern to them. The evidence presented by

Heberlien and Baumgartner alsg showed the benefits of several reminders to

{ those who did not initially return the questionnaire.

Surveys of cmployers have been used in several evaluation studies of’
vocational courses. Wentling and Lawson (1975) considered that employer views
could be obtained about the course, likely supply and demand for labour in '

‘ the area and the performance of graduates of the course. There would appear
to be ethical problems involved in asking about the performance of individoal s
graduates. Such enguiries could make an employer aware of prev;ousiy ’

unnoticed. deficiencies, An employer survey concerned wi;h these issues would !

need to be treated very carefuily. There are also practical difficultjes
involving gmployer surveys. One pragtical préblem is the definition of the

¢
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, and vocational programs have mainly involved questionnaires an interviews.

target populstzon for programs not directed to a specific occupation. A

second is to define who in a large firm should be approached for 1nfornatzon‘

Finally, there is the question of an appropriate method of nbtainlng 1n§5rnatieﬁ.
Individual interviews are time consuming,|but mail questionnaire surveys of

employers' views are likely to hh;é\a low resﬁénse rate because of the other T
demands upon an employer's time. , - : Y |

N \

NcKinney (1977) noted that students and parents were important sources
of information about a program, since they were nosE affected by the program.
He also observed that they were not used as important sources of information
as frequently as might be expected This was surprxsing as they constxtuted
a source of information which was nnst readily obtainable.

The methods wused to gather information for the evaluatxon of pre-vocatzonal

They have been directed towards employers, former students, present s:udents,

~and parents. Observation of either classes in college or former students at
" work does not appesr to have formed a majof part of many evaluation studies

in this field. . N

Key Features of Australian Studies o T

There have been several interesting Ausfralian evaluation studies in pre-
vogational education or 51n11ar fields. The Queensland Department of Edu:at1on
(1978b) in s study of its Pre-Vocational (Trsdes Based) Course gathered the
Aopxnlons\gf students, teachers and employers by means of questionnaire and
interview. As mentioned earlier in this chapter, this'stqu was based on an
agslygis of Context, Input, Process and Product as defined by‘Sguferbeam

et al. (1971}. Mackay et al. (1978b), who were goncerned with a more generall
range of technical courses, gathered informationQQrom potentisl students and
those who withdrew from the courses, in addition to students,'teachers and

employers. .

An extensive study of Accelerated Apprenticeship Training by Griffin (1978)

‘%ampled the views of teachers, employers and apprentices as well as assessing

apprentice performance. This study was conducted within a theoretical
framework derived from Stake's (1947) countenance model. A systematic frame-
wbrk of this type provided a yaluable guide to the determination of data

which needed to be collected. ,

Kuhl (1978) argued a rationale for curriculum evaluation based on three

criteria: curriculum function, curriculum process and curriculum theme.
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Important fagets of the curriculum function criterion were the specification
of tasks, and skill profiles, of jobs in relation to objective methods and
outcomes. For this reason it is a rationale more approprigte for prograns ' »
directed towards specific occipations than general courses, Schilling (1978)
has reported an occupational survey of the automotive paint refinishing
industry as an example of this facet of curriculum evaluation. As paxt of
this job profiles of wgrkers were develoéed, their training needs analyj;d,
and information about trends and developments in the industry collected.
Information was collected by survey ques&ionnaire and by interviews with
employers and tradesmen canducted at the workplace. This example showed

the wvalue of a detailed analysis of the working env1€onment when planning

courses of training for specific occupations.

The views of past and present students, employers, teachers 'and
profe551onal associations formed the bd51s of an evaluatlon of a certificate
course in business studies conducted. by Cutter (1977) ,Problems assoc;ated
with survey studies of employers were raised in this evaluation, Cutter
commented that a significant number of Questionnairesjwere refurned incomplete
and that many were not returned at all. Part of the ﬁfoblem-woyld appear
to be in defining the appropriate group of employers to whom the E
Questionnaire should be directed, ‘and in developing a questionnaire which

appears equally salient to the range of employers to whom it will be. addressed.

Studies involv}ng éomparisons between‘new‘developgents and tradi;&gnalj g
apprenticeship have been reported by Hutchison (1978) and Griffin (1978).
Hutchison (1978) compared the performance of stﬁdents from a pre-apprentice- N
ship course in signwriting and. screen-processing with that of students in a-
normal apprenticeship program, A series of 't-tests! wére used to test the
significance of the difference in performance between the groups. No
significant differgnce was detected. Griffin {1978) sampled students from #n
Accelerated Apprenticeship Training Scheme and from normallapprenticéship
as part of the study described previously. Rather than involve‘simple
comparisons betwecen the groups, he conducted a more complex multivarjate
analysis using the type of program as one variable. The Iatteflapproach is

probably g more apprcprxate method of analy§1s in such a complex field,

Among the problems of research in vocatlonal and pre-vocational educatlon
is that of dissemination, It is possible to find reports of individual
studles though not all studies in the area are widely reported However,
there are no extensive and critical reviews of Australian, research in this
arca, Such reviews would not only guide policy but wouih be of great.value'
in the continuing development of appropriate research methodologies,

S1
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CHAPTER 5 .

z 3
AN EVALUATIQN FRAMEWORK ‘

The four pxe vocat1onal educatLOn programs described earlier in this report

have been chosen for study because they incorporated some of the new develop-

, ments in this field. Two major problems Anvolved in developing an evaluation

strategy were the diversity of the occupational fields served by the ‘programs
and the b;eadth of the goals of each.program. As a method of considering the
broad ranging set of goalh of these programs a strategy based on the approach
to evaluation suggested by Stake (1967) was adopted.’ In order(that the

. strategy.might accommodate the diverse occupational f1e1ds involved, intended

outcomes Were classified as either general to most pre-vocational programs oOr

" specific to the program under examination. . »

»

R
ﬂurlng the. process of developing this approach to evaluation we re;ected

the proposxtxon that it was possible to formulate a r1g1d uethodOIOgy whigch
woulde be appllcable to all full-time pre- vocatibn§1 educaflon programs. The
wide range of pro“Fms in this field was such that any attempt to achieve

~ this would not have succeeded. In addition it was apparent from the litera-

; ture on educatlonal eva\ﬂat1on that the form of an evaluation depended on the
11 ‘\wiirticular aspect of the:program to be evaluated. Though the present study .

as attempted to be wide ranging, it has focused on issues involved in the
transition from school to work. Other evaluation studies of pre-vocational
education might be concerned with rather different aspects of the programs.
The evaluation strategy which evolved was therefore sufficiently broad to be
a§apted to the evaluation of various aspects of different types of pre-

. . ’
vocational educatlon programs.

‘“"7hxs chapter contains an account of the procedures which were used in
developlng the framework, a general outline of the framework and a detailed
description of the main- elements of the framework. ‘Consistent with the .

discussion in Chapter Four the mgfn elements of the framework have been

- considered within thexcategories badkground factors, processes, and outcomes.

In this way an attempt has been made to define the essential elements of

pre-vocational education on which an evalaation strategy could be based.

Development of the Framework

4

Even though an approach, to evaluation based on the suggestions by Stake (1967)

was adopted*it was necessary to refine this approach to suit the context of

pre-vocational cducation. This refinement took place in three stages. In the

3
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first stage. which was exploratory, visits were made to colleges, classes were

observed and interviews were canducted The: secon agexxnvolveQiahe trial
of sane instruments in a small numbey.of colleges;i -Victoyia. Finally, as
part of the third stage, there was a more .rigorous trial of prccedures in four
pre-vocational education prograqs ‘

_Preliminary visits

-

ke major Jurpose~of the initial visits was to meet those people who had

Kveloped or who were now teaching the programs. From discussions with those
people-xt was possible to elucidate scne of the key issues for the evaluatlon,

to learn about the background to the programs and to establish procedures for
Iater phases of the project. In addition, it was possible to determine the

natureddf dats held on official files, and the extent of other research studies
- ! L%

[y

bexng conducted

After the prelxm;nary visits it ﬁas possible to Fformulate a broad outline
of the evalustxon strategy to be adopted and to develop some instruments for
trial. The trials involved interview schedules, semi- structured abservatlon

F 3

'schedules, and questionnaires. : . L .0

A

Clgss obServation

Dur1ng the second vxslts to colléges, classes of dxfferent types were observed
in operatlon in each of the four programs. The purpose of this activity was
to deternlne if the activities used by instructors in practxce reflected the
intentions of those who desxgned the prog¥am. It was important to 'know what
actually happened im classes in order to structure some ‘sections of the
questionnaire'appropriateiy. In brief, the class observations were intended -
to be exploratp;y-rather than confirmatbry To assist in recording pbserva—
tions a semi-structured observation.schedule was used. This scheduIe was
primarily dlrected towards the extent to which an instructor attempted to

relate the class activities to the world of work. It is important to note

that this was a working guide to aid observation rather than a precise schedule.

Such details ds inter-rater Teliability were not determined.

Interviews . ..

As an additional component-of the second visits to college¢ “a- series of

» - ' ¥ . * 3 .

interviews was conducted with students and-teachers invplved in these courses.
The purpose of the interviews with students was to learn a little of their

‘backiround their motives for enrolllng in the course, thclr‘v1ews about the

”
b
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cdixrse, and their work ambitioms. An open-ended questionnaire was used as
a guide for these interV1aws which were recorded on a tape recorder. The
use of the ;;;érv1ew guades did not prevent specific: concerns of individuals
being dxscussed They nerely provided a base of common.ground between the o
;nteIV1ews. _Tape recording of theinterview enabled questions to be framed

in response to previous answers so that a dialogue was established.

Tgachers were interviewed in order to obtain their views ‘about a number‘\
of important features of the‘prngrams they taught. On'ce again ,a semi-
structured interview format was used in conjunction with a tape recorder. !
TeacRers were asked their views. about the gohls.of the course, the difficultids
faced by students, empha;gs in 'their teacgfgggand the extent-to which they

considered that the course was successful, - L -
» ] . %

The combination of v1s1ts, observat;oésand 1nterv1ews provided a
‘perspectlve on important’ issues in pre- v~‘£t1onal education raised in the
discussion of the rationale for this field and-the goals of each program.
Together with the literature relating to the transitisn from school to’ work
these procedures enabled the major elements of an evaluation framework to be
defined( e second and third stages in the developmen? of a metho@ology fpr
evaluation in pre-vocational educatjon are described in the next chapter The

remainder of the present chapter describes the framework which was developed.

The Genemal Framework

.

In the previous Fhapter it was argued that the eléments of the curric*lum“
identified by Stake {(1967) provided a sound bafis for the evaluation of pre-
vocational education. It will be recalled that Stake had argued for a
consideration of the rationale of a program and an examination, through
description and judgment, of its antecedent%, transactions and outcomes.
In adapting this framework to the evaluation of programs of pre-vocational
education we have preferred to use the terms background factors, processes

and outcomes.

« ~ .

Background Factors

L\

*

Among the important background factors in j¥e-vocational educatipn were student
characteris{EQS,Lteacher characteristics, and contextual factors. Relevant

students ghdragter1:t1c< included their m0t1VAt;un, their career plans, prev10u<

'

N
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factor. ' . )l . -

Student motivatien

-

" In the general rationale for pre- vocational education it was implicit that

prograns in this field would be dzrected towards young people wishing to move
from scﬂool to work. Determlnlng the reasons students entered the courses
therefore would be an important: feature of the evaluation. In examining the
reasons why students entered the programs lg‘was considered important to
estab11sh uhether students were entering courses ‘for positive reasons, by

default, or because of social pressure. Positive reasons could be considered

to arise. from an extrinsic motivation to train for a particular job or from

an intrinsic mogivation to sgydy something of great interest. Enrolment by

default could arise as a result of a desired course of action, such as

.employment as an apprentice, being ypavailable pr as a consequence of general

uncertaifity. Social pressure could lead to enrolméhté in a program to please

*a

parents or be with friends. It.should not be expected that for each student
there would be ‘one reason for‘commencing a course. Rather there would be a
series of réasoﬁs of varying strengths. It is argued that the balance of
streﬁgfh among these reasons should be assessed. The way in which a program
is structured and taught would generally take account of the motivation of
the young peaple wha were enrolied in it. Most pre-vocational education

programs assumed that é!udents were mainly concerned with training for a job.

- *

Career pland of students

Closely related to the students' motivations for commenc1ng the course were

the students’ Job plans Several aspects of thelr job plans on eptry to.

pre- vocatlonal educatlon were considered. ne was the extent to which they have
a specified type of job planned for when they finish the course. As indicated
in Chapter Three, some programs were intended to lead to a particular occupdtxon

while others had a more general erentatzon. It wuuld seem to be relevant to

-know the extent to wliich thr‘spe;1f1c1ty of the studentq' intentions matched

those 7of tha program. In addition since the programs were concgrned wi'th the'

transition frow school to work Lt would seem useiul to know the sort of

« considerations 1mportant to the students. in choosing a job. Information about

this aspect of student ambitions would be of value in determining course .

i

stricture and content. ’ ) . ‘
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Previous schooling

Several of the pre-vocational programs described in Chapter Three made assuﬁbtions

P

« about the school background of students entering the courses. Though none set
a.miﬂimum entry requirement beyond the completion of Year 10, the actual entry
levels seemed likely to differ between the courses. In one there had been a
deliberate polity to provide for students who found Year 11 and Year 12 of
secondary school* unsuitable so that entry was not based on school ablllty By
contrast another course had or1g1nated with an intention of attracting some
more able students, then pursuing other forms of post-compulsory education, to
trade tfaining. Given that there was some evidence that there were many more
applicants then places in some courses, it seemed important to determine the

actual school background of pre-vocational students.

A qu element in the school background factor would be the student's
attalnment and achievement. By attainment is, meant the level of schooling
which has been completed and by achievement is meant the degree of success
the students had at school. Of even greater interest in planning modifica-
tions to existing courses would be some knowledge of specific areas of
deficiency in students' backgfound knowledge and skills as suggested by
Beeson (1978) for other programs. Though the determination of this was beyond
the scope of the present project, its importance cannét be over-emphasize®. Of
some importance in the evaluation of pre-vocational education would be a
knowledge of fhe reasons students left school, and the type of school the student
previously attended. This information would appear relevant to the claim by
at least one Technical and Further Education authority that pre-vocational

education was helping students who had difficulty in an academic secondary

school.
i .
* Home and social background
i . The home and social backgrounds of students entering pre-vocational programs
: » were considered relevant in two ways. Firstly, information about the socio-

economic level of the students was important in knowing which groups in the

commmity were being served by these programs. Secondly, such information

would indicate whether there was an association between a parent's or.

sibling's occupation and the type of occupation preferred by the student.

[ N V]

This would be relevant to the general issue of the extent to which young'\-

people ‘modelf their careef plans on the occupations of others in their family.

'
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Table S.i Bs:kg;ound Factors in Pre-VncationaIIEducation

Student characteristics . Motivstion
Specificity of career plans

Previous schooling

)

o ' : ,' © Home and social background

Teacher characteristics Industrial experience

Teaching qualifications

Contextual factors Employment opportunities

e A

Teacher characteristics '

If the rationale for pre-vocational education were to be fully implemented in
the programs described, a great desl woulg~be expected of the teachers. In
particular it would seem important that they possessed both a depth of
experience in work outside teaching and an understanding of the art of teach-
ing. The observations made of the programs in action seemed to suggest that
pre-vocational education functioned best when these two qualities were present.
These aspeéts of teacher characteristics seemed reievant to an evaluation of ‘

pre-vocational, education.

Context

Finally among the background factors was a most important piece of information
about the context. This was the opportunities for employment in the
occupational areas served by the program. Information about employment
opportunities would be important when interpreting the employment rates of

graduates, as well as in planning expansion or contraction of the program.

In Table S.1 the background factors of pre-vocational education relevant

to its evaluation have been summarized.

Teaching Processes

In the study of the processes involved in pre-wocational programs attention
was concentrated.on three major issues arising from the role of these programs
) ;

in the transitidﬁ from school to adult life.

. 80’ é?;?
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1 The extent to which students perceived their wbrking éanditiqns as
similar to those of someone in full-time employment.

2 The degree to which the teaching methods closely related the program to
the world of work. ’

3 The practical emphdsis in the course.

\

In\gddition to considering these three elements of the process of pre—
vocational education, two factors which could be better classed as pre-
requisite outcomes, were studied. These two additional factoré were not
strictly processes but were thought to be important aspects of students‘-
reactions to the course which would inffuence the extent to which desired
ocutcomes were achieved. They would probably have been more easily- included

under the general term transactions. *
1 Student satisfaction with program in which they are.sfudying;
2 Studen; interest in the course in general and its components.

Each of these five elements will now be commented upon.
‘ ‘

A

As part of the discussion in Chaptefs Two and Three, it was argued that

work experience during adolescence was an important part of- the tramsition
from youth to adulthood. There appeared to be eﬁgkblished'theories of
development which Supportéd that view. It was argued that in times when
young people had less opportunity to gain this experience it was important
to provide similar experiences by alternative means. In addition there were
pragmatic arguments that by providing an environment similar to that of work,
students would be better prepared for work. As a result of these considera-
‘tions, a number of important aspects of working conditions were defined.
These iﬁcluqed the responsibility a person was expected to accept, the use-
fulness and worthwhile character of jobs, being asked to decide how a job
should be done, being treated as an adult, using modern equipment and being
part of a team. Pre-vocational education programs were intended to provide

an environment which was similar to work in these respects.

’

Teaching methods in pre-vocational courses were intended to be closely
related to the world of work. AThis notion was defined as involving three
main elements: zux;mphasis'on 'useful' tasks and practical examples,
consideration of the socialiaspects of work, and a concern with individusnl
progress. These elements were &iEsidered to be inter-related components of

-

the overall concept of work-relafed teaching.
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Prograns of'pre-vccnfionnl education were intenled to have a practical
emphasis which was more pervasive than just the ﬁorking conditions and teach-
ing methods. It was considered important to sttempt to determine the extent
to which students viewed their.prog?am as practical. |

It is nof being suggested that these are the only important process
variables worth exalininé in technical education or even in pre—vccafional
i programs. The issues i!entified here are simply those which seemed mpst *
- . relevant to & consideration of the role gf these programs in the transition

from school to adult life.

Student satisfaction with any educational program is an important

consideration as a pre-requisite to the achievement of course objectives.

In pre-vocational education it is especially important because of the
possibility tbat many students may have enrolled as a second preference'
‘after being unable to find work. Under these circumstances the level of
satisfaction they ekpress with the program is an important part of its success.
Equally important, in this context, is the level of interest which they
express in the program. It could be argued that to arouse interest in
students who would prefer to be.dt work would be important in itself as well
as important for the achievement of the programs objectives. It would seem
probable that a program which did not arouse student interest would be less

’ _successful in leéding to employment opportunities.

K . s .
;

Program Cutcomes

Throughout the discussion of pre-vocational education in Chapter Two and
evaluation in Chapter Four, the importance of evaluating immediate, intermediate
and endﬁring outcomes of programs was stressod. The programs under consi-
deration at present were ofurelatively‘recent.ﬁrigin, as was the whole field

of pre-vocational education. Consequently évalﬁation of the enduring outcomes
of the programs was not possible and attention has been ;&ncentrated on

. immediate and intermediate outcoﬁes. For convenience of exgression the
intermediate qutcomes have been ﬁe%erred to as long-term outcomes, though we
have defined them as ouécomes measured one year after the comp&etion of the
prograé.. Inmediate outcomes were those which could be nnasureé on completion

of the program. \

4

The types ofivariaﬂle to be cqpsidered as outcomes have been derived
from“an analysis of. the geherél goals of p{e—vocatiohal education, the
specific objectives of pargiéula: programs, and the outcomes which have been
used as criteria in the eva{uatiunrstugies of similar programs reviewed in
Chapter Four. ‘ _ W' , . ‘ . | )

. 4 .
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Priorities

It was mentioned previously that one impoitanf and recent contribution to the
theory of evaluation was the point that prioritie; attached to the different
goals of a program should be examined in addition to the extent to which those
goals were achieved. We were able to identify the general goals of the

various programs from a consideration of the rationale discussed in Chapter Two.
These .goals related fo job training, personal development, work attitudes,

basic;skills, and social learning.

..

Two important aspects of priorities among goals were considered. One was
the emphasis which people felt should be placed upon the various goals. The
other was the emphases which was actuaiﬁy placed upon these goals. The extent
to which the intended and actual emphases on goals were congruent was an
important part of the description of the program. The perspectives adopted by
different groups of people about the program goals were also of interest. =
Cértainly the views of students agd teachers aboﬁf the actual and intended
emphasis on goals were relevant. Employer views about intended emphasis
would also be relevant, though in the present study we have not attempted to

Pbtain the views of employers.

In addition to considering the general goals of pre-vocational education,
part of the examination of priorities involved asking teachers to rate the

specific goals, or ob)ectlves, which were stated for each program. Such

"information, while highly specific to a given program, would also be useful if

used in conjunction with teacher ratings of the extent to which each ob;ectxve
had been achieved. While the latter information may be rather subjective,
when a median rating is taken across all teachers it can be used as one

indication of the success of the program in relation to its objectives.

Immediate outcomes

At several points in this report the intended outcomes of programs of pre-
vocational education have been discussed in relation to the raticenale,
specific objectives, and other studies in the area. The following outcomes
were identified as being important and likelf to occur immediately after the

completion of the course.

1 Technigal competence of the students in the occupational area or
areas appropriate to the course.

2 Development of Sqlﬁ;ﬁwarendss and..elfigonfiancc among the students.

3 Attitudes to work among the graduates of the program.

83 .
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, Technicai“conpetence could be taken ta embrace knowledge about the
content of an occupational area, and the skills or techniques ;associated with
A fhe practxce of the area. An important issue discussed in relation to full-
'tane work prepsration, or pre-vocational” programs was the extent to which

students develop skills to the same level as those who study part-time under

such schemes as apprenticeship training.- As previously indicated, it has been
claimed that while full-time prograims can develop students knowledge of an
occupatxonal field to the same extent as apprenticeship, and sxmllar schenes,

thgy are not so effective in the development of skills, . .

There are great problems in the assessment of technical competence
because of the lack of appropriate established tests in many occupat10n31
fields. In the next chapter it will be seen that we have used some tests
where possible and supplgmented these by the use of teacher ratings.

The role of these and similar’ pre-vocational education programs in the
Personal development of students is thought to be important. In particular
the value of realistic work-oriented tasks %n/the development of an .
occupational identity, and the potential for the development of highé% self-

. esteem through the acquisition of technical competence, have been cqnsxdered
important goals of pre-vocational education. In this evaluatxon framework
we have considered both aspects of personal development. Self- esteeq, as
defined by Coopersmith (1967) and explained by Ross (1974) has been taken

as the variable representing the general aspect of .personal development, « ¢

0ccupat1onal identity is a notion much harder to represent in operat1onal S

terms. For this study the gonsistency of choice among future possible
occupations was used as an ingication of the extent tovwhich students
developed a consistent pattern among their choice of occupation. There 1s :
some evidence thft the con51stency of a profile ‘Bf occupational choices 15
related to the development of the ab111;y to make decisions about careers and

the definition of an ,ccupational identity (Holland and Gottfredson, 1975):

In Chapter Two the need to define carefully the implications of the term
'attitudes to work'was discussed. It was suggested that attitudes to work
should be distinguished from attitudes to particular employment structures.

As a consequence in this‘evaluation framework two aspects of attitudes to work
seemed relevant -and consistent with thoserarguments advanced previously. The
first was a positive attitude to choice of career as an important deglsxon.
The second was a desire to achieve satisfaction from good performance.

In the next chapter, two soales which were used to measure these notions will

be discussed. It should be emphasized that these two variables do not cover

- - -
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all the relevant aspects oé attitudes to work which could be considered but

they do define two relevant aspects.

It is worth considering career maturity in more detail. As discussed
by Crites (1969) and Super (1957) this refers to the development of the
ability to make decisions about careers or jobs. Crites (1973) has argued
that career maturity involves making consistent and realistic choices,
displaying competence in planning, and being positively oriented to the
making of decisions. Thé,Caree: Maturity Inventory {Crites, 1973) is based
on a series of competence tests gnd an attitude scale. The competence tests
\are concerned with knowledge of one's own aptitude and of jobs, and 5k111§
n planning, choosing jobs and solwing problems. An alternative approach

is that of Super and Forrest‘(1972) in the Career Development Inventory,

which is concerned with an ipdividual's planning orientation, resources for
career exploration and information and decision making. The full Career
Maturity Invento?y is a lengthy instrument to adminmister and has not been.
'tried in the development of this metho&ology. One form of the Career
Development Inventory is a research form and is.rather shofter (Super and
Forrest, 1972). This instrument was not tried in the‘deﬁelapmént of the
methodology either. However, the construct of career maturity did seem .
relevant to pre-vocational education and other stidies in the field couhd use
one of these instrumgnts,in its assessment. Jn~fhe present study consisténcy
of career choice was studied using a different approach related to océupational
identity, and the attitude scale of the Careé; Maturity Inventory was tried

as a mdasure of one set of attitudes to work. This has been réported more

extensively in Chapter Six. -

/' , .

Follow-up studies of course graduates appear to have provided the most

Intermediate outcomes

common means of evaluating programs similar to pre-vocational education.

The major reason for the use of this as an evaluation method would appear

to be a belief that a pudding cannot be judged until it is @aten. It is
argued that for courses directed to work preparation, an assessment of what
Happens at work is essential. A second reason for the extensive use of
follow-up studies could be the fact that it is difficult to define and

measure immediate outcomes such as technical competence. However, a problem .
involved with the assessment of intermediate outcomes, by either -
longitudinal studies or cohort studies, is the fact that the longer after
course completion the assessment is made the less certain iy the association

between the outcome and the course.
'S L ]
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1

It wxll be recalled that in the discussion of issues involved in the
transition from schccl to work, & successful transition was considered to
" involve more than obtasining a job. Job stability and job satisfaction were
also considered important. Hepce in the evéiuation of programs of pre-
vocational education thr¢g intermediate criteria seemcd appmprmte.

1 Rate cf emplqyment ancngst.course graduates
2 Job stah111§y - ‘ -
3 Job satisfaction

Reservations about a simplistic use of employment rates as an evaltiation .
criterion for pre-vocational programs have been expressed. Yet, for a.
vocationally orienfed program some attention must be given to the employment
of those people who complete the program. In the framework being advanced
‘here it is argued that gttention must also be giQen tq whether - the fields
in which the graduates of the program. obtain work are coﬁgruent with the .
field of the program. 'Though employment in another field has sometimes
been considered misemployment this term is frauéht with danger. As noted,
even the most specific pre-vocational progféms provide skills useful in a
range'of‘pccupations. A person who completed a program in ca#rpentry and
‘joipery and obtained emp loyment in‘a builder's hardware store ought not
to be considered to be misemployed even though he did not commence an
apprentxceshxp as a puxlder In more general pre-vocational programs the
-_deflnxtxon ofﬁilsemployment is even more difficult. For these reasons it
is xmportgnt to examine in detail the types of employment which former
students enter as part of the study of employment’ rates.. In addition it is
1mpértant that when employment rates are consxdered that they be examined
in the context of emploxment opportunities in the approprlate occupat;onal
field. As a result of such an examination it could be concluded either
that the program was .not produc1ng skllls suited to the vacancies which
d1d exist or that 1nsutf1c1ent vacancies existed to Justxfy the program -
on a m;;p?weg basis. Or, the programanight still be justified on other

considerations.

Job stability has been mentioned in some official literature on pre—‘
vocational educatiqBrQTAEEC, 1977) and refers to the number of different
jobs an individual holds in a given time, or the ;;erage time in each job.
A number of important quéstions surround its use as a criterion of progran
effectiveness. One Q}ises from the pos§ibi1ity that job -changes could be

made for a variety of reasons. In the current economic climate young people

-
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,may be obliged to aécept an inappropriate job with a view to changing to a

L]

better one as soon a&s possible. A second concerns the issue that it may not

nscessarily be & bad dutcene gr_young people to try a number of jobs in the

years after conpletlng a4 program. A third, and final, issue concerns the

fact that many job changes in s industries arise because of instability in
the industry resulting in small ¥irms closing down or retrenching staff. ‘
Consequently we suggest that job stability should be studied in detail and

consideration given.to:

&

i overall job stability,

2 the types of job changes involved, and x

3 the reasons part1c1pants give for changlng Jobs\

chever, in terms of intermediate outcomes measured about one year
after completion of a program, it would not be expected that many people
would have changed jobs. : R

Job sat1sfnctxon has been argued to be an important, but neglected,
aspect of the transxtxon from school to work. It ,is probably more greatly
influenced by the nature of the working environment than the program which
was completed. \However, a program in pre-vocatxonal education could be
considered to contribute to subsequent job satisfaction in two ways:
by providing the oppartunlty to enter more satisfying jobs and by enabling
an individual to adapt more readily to working 1ife. Both of these factors,
but particulariy the second, constitute strong grounds for examining job
satisfaction as an intermediate outcome of pre-vocational education. In
considering job. satisfaction in this way it is important to use measyres
which differentiate different components.of job satisfaction rather than
global measures. For the present study we have used a measure based on
satisfaction with work, supervision, people, pay and promotions. The

structure of the instrument is discussed more fully in the next chapter.

«

A further criterion for evaluating the intermediate outcomes of pre-
vocational education is_éﬁééifiew&a.some programs. Success in further
studies undertaken By former students is an important measure of the
success of pre-apprenticeship programs planned to lead into apprenticeship
training and otH;r more general programs intended to‘provide a broad
introduction to such training. Performance in both the technical education
and the job performance aspects of this training would be relevant, as

would be evidence of the rate of withdrawal from apprenticeship.-

¢



In addition information from former students can provide valuable
information about the usefulness of the program. This information could”
provide a further criteérion: retrospective satisfaction with the program.. '
‘Even though some might not cansidef this as a program outcome, it has
been mentioned as part of this framework, at this poxnt because the

‘1nfornxtion can be of great value in Judgxng or modzfylng the pragrqut
In essence it provides information about the congrqence between the program

and the world of work. ‘ . ‘ />
S

Ll «

. ggéuring outcomes

Since prog}ams of pre-vocational education are of relatively recent origin

.

it has not been possible to examine systematically any enduréng outcomes of -
programs in this field. However, the importance of these outcomes should ‘

be stressed. The enduring effects of sehooling havé been acknewe&ged to

be a neglected area of research (Hirnqvist, 1977) largely because of the «ﬂJ

-

practical difficulties and expense of establishing contact with partLC1pants
some years after a program has been completed. A recent publication whlch o

- reviews American research in this area possibly constitutes an indication . { " ey
of aroused interest (Hyman et al. 1977).

b

’

Typical/énduring outcomes of pre-vocational education would include
4

general ad)ustment 3ob success and satjsfaction, work motivation, Jab

plannxng £ompeten9y and short term job orientation. ) A .

Ey’ls the conteprion of this report that a great deal of theoretical ik
develOpment is stilffi;quired to adequately define the ga{}ablqs to. be uged -
as Criteria for evaluating the enduring effects of these educational programs.

Hirnqvist (1977) categorized the studies of enduring effects which he
 reviewed as those primarily concernea with values and attitudes and those
mainly concerned with the attainment of occupationai status and income.
.Consistent with the view adopted in the role of pre-vocational educati;n
< in the transition from school to adult life, we believe that these t&pes of
Ll crlterxon can be augmented with some more general measures of satlsfact1on
Recent research involving varied approaches to assesslng the guallty of life
experienced by people (Andrews and Witfey, 1976) and the structure of well-
bqiné {Burt Eﬁ_él:»'1978) offer the pro%pect ?f even b;oader approaches
to the enduring-outcomes qf‘ﬁpeﬁe programs . R

~

i ~ . &
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Table 5.2 The Main Elenents of an Evaluation Strag;ggffor

r~\gre-Vdcat10nal Educatlon .
. NS ' *
-~ * . o L E . -
Pl N N ) . ! « N .
. ) -« ! 3 Y . o
. General Category! = . Major Element ‘ Element
R h¢ N . ‘ .
Antecedents | " Student‘Characteristics - ' Motivation
(Background ' ' Career Plans
- ‘Factors) -
Previous Schooling _
. . Home and Social Background
Teacher Characteristics Industrial Experience
S ‘ Teaghing Qualification X
) Context : Employment Gpportumities - B
.‘xl‘.: .A | | . - -‘ . . .. :.‘ ,(‘.‘ . ‘,
Transactions . -Environment and Method -  Realistic Working "
. {Processes) : - . Conditions '
) . e ‘ Integration in Teaching
! : . Practical Emphasis
' Student Reaction © satisfaction
. : ' Interest : N
Out comes 4 Immediate Outcomes Technical/Compeiéncé '
= - ' ‘ ’ Self-esteem and Occupational
Identity .
- ' :
-, Attitude to Work and Career .
- ; Maturlty -
- - ' . N '
Interhediate Outcomes Employment rate
» '- Job Stability
[ . -
: Job Satisfaction .
- -
The Framework in Retrosnect , . ‘{
' *In this chapter 'we have attempted to combirle many aspects of the rationale .

and objectives of programs in pre-vocational education, with a consideration
- of important Issues in program evaluation. As a’result a systematic framework
has been derived which incorporates }he important ‘issues associated with fhe
role of pre-vocational education in the tramsition from school to work.
The important general categories of elements of the fr;megork were
- '

. background factors, processes, 'and immediate, intermediate and enduring outcomes.

In.Table 5.2 the elements of the framework have been summarized, .

~

As indicated in Chapter Four, evdluation studies in pre-vocational education °

could be cancerned with dQSB;iption and/or judgment. Studies concerned with




“

.

description n}ght focus oﬁ the logical contingencies éetween eaéh of the
elements, the enpirical contingencies between then, or the cungruences
between intentions and observations with respect to each. Studies cqncerned
with judgment would conpare the observed nature Of each &lement w th a
defined standard: either another group or anvxdeal. Most comnonly
judgmental studies woulé involve the cutcbmes of a program.‘ Chapter Seven;

&2
. will dea} with issues of analysis involved in such studies,

¢ ) -‘

- ‘ : 'V\’
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CHAPTER 6

"% STRATEGIES AND INSTRUMENTS

I -

N It seemed apprnpriate tdihegzn a discussion of strategies and instruments
. " which could be used in conjunction with the previously described framework
-with a few general Qpnnents. Following these general comments is a summary
of the first trials af some instruments, The more detailed section of the
« - chapter con51sts of R discussion of the student, teacher and care€r j . 4~
. questlonnaxres. It ;; a little more technical than previous chapters. A

series of tables at the end -of this section provides a summary of how data

about each element has been collected. It should be stressed that there will .
be methods of gatherzhg the requested data which were not tried as part of ;5
this pro;ect, but whiqh will probably emerge from future studies. The ‘
chapter concludes wlth a dlscussxon of précedures for sampling students an

for the admlnlstratlep of guestionnaires. o , *

N .\\ w a

-

on

General Comments

In the previous chapter interviews with staff and students and obsgrvatio PO
' of teaching were mentioned as techniques which wexi used in the ' VjQK'
of éﬁ evaluation frémewérk. Those same techniques could be ap F
of gathering data as part of an evaluation sStrategy. A rece “
) s source-book of instruments for evaluating classroom 1nstruc 1on cogtains a SR
valuable review of a number of observation and interview as well .
as questionnaire materials (Borrlch and Madden, 1977)
schedules were classified according to whether they foc sed ‘entioﬁ ?n
teachers, students or the class, Not all the schedul 5 revi ved would Be - R

approprlate for programs in Technical and Further Ed@cation; It sgéms .

" with the w0rld of work, xntegratlon with socxety’an in egrat;an between
. ‘ : . i
elements of the program rather than on general Jssugs f clgésroom inter-
action. Few of the schedules reviewed appear nvo ve these 1ss)E

dtrectly. In developing the guide used for the rél min y observat ion -

emphasis on Lntegratxon were helpful, as wefe he e47 er's role Lategorles
of Gump (1967). However, the instrument whi s used in this study |
. hY

&

. S

was only-to guide preliminaTy observation




Most of ‘the xnstrunents developed or adapted in- this study have been
questxonnaxre Raterials or tests. f&xs policy was folloued because it seemed
_ that such materials would be capable of providing rapxdlfeedback of’xnférmstxon
to Technxcal and Further Education guthorities, Havxng made that statement,
it.is hecéssafy to issue tBe qualification that in most cases the value of" ~
such»xnstruments would be enhanced by the complementary use of some less

formal mcthods of gathering evidence. :

Ne believe that evaluation in Techn1cal and Further Educatlon will prove
to be of greatest benefit if different stud;es use some comnon items in the

' questionnaires wh1cp are used. The usé of such marker jtems would engble

synthegis of important results to be more readily achieved. This sentiment *

_was ékpressed in the introduction to the collection of survey instruments
used in the study of regiond? Colléges-of Advanced Education {Beswick and

Harman, 1975:1-4). Indeod we found that collection of instruments helpful
in‘developiﬁg some items in the questionnaires used in this study. Items
from tkose quesfionnaires, or modifications of thgm, have been used in the,

. extension of the Regional Colleges Survey known as the Ca eer Deviiayment
Pro;ect (Beswick et al. 1979) and as part of a national gducation survey
conducted for the Committee of Inquiry into Education @nd Training (Beed, 1979).
The form of some questions used by Beed involved more simple expression’to
suit the w)der audience with which that survey was concerned,, As a result of .
this co- operatxon a body of information on issues common to different courses
is gro . This is valuable for comparative purposes. We therefore
includ’éﬂgome items in our student questionnaire from these sources though

in several cases it was necessary to simplify further to suit our respondent
Of course there were many issues’ unique to pre—vocational education which %\>>~
could not be investigated in this way, but it seemed important to include some

‘well—establishgd items for comparative purposes. Other important sources of
ideas were the'stpdy by Rosier {1978) and the Melbourne Cyreers Préject (1978).~-
As a3 result of the trials we found it was nece;sary to extensively modify some

of the items we had intended to use as markers so that the level of language
ﬁifficuity sufted the students with whom our study was concerned. ' In spite
of this, one criticism of the questioﬁnaires which were develébed and used in
the present study would be that the Yevel of language 1nv01ved was still too

difficult for studenug of pre-vocational education, In the final forms it

was possible to retaﬁn a few marker items in addition to-those whxch were

either developed or/ extensxvely modified for this study, ¥
/ ’
'/ ‘ - ' . -
* "/’ ‘ | 9 '9 ' .
~ ‘j,«" 92 . ¢
! r
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the following:

For the assessment of some of the outcomes of pie-vocational'éaucétian
theré were some sténdafd instrunénts which seemed suitible. Where necésssry,-
publishers permission was obtained to use these in the development of 2
nethodology. Future use in other studies would require an agreedient hetween
the user and the publisher. . : \\ . . - JUEI

. L]
The followxng materials were either developed or used in the study of

pre—vacattcnsl education, : ‘ ' \] <::\f
I*“ A Student Questionnaire, h .

LI

2 A seri?s of Teacher Questionnaires with modifications to suit each of
the four programs. ' S ‘ : ?
. ) . : . -f ’
3 A Career Questionnaire for the follow-up o# former students. ’
[ p Ty ‘- . . . .
In addition a series :?est materials relevant’ to :the programs described in,
Chaptér Three was tri
’ -

.
,

from students who did not gain a place in # Foursé was constructed,

v e

x;ial Qpestionnairos et

ents\from 4 secretarial studies course,

and 25 studeﬂts fro\

A,

&
't
u

an electrlgal xrades pre employment course, #Pata anaiysxs
5ﬁv01ved 51mp1e f%equency and cross-tabulation analysis
together with sony yélxsbilxty est;mate of scales. .

*

Among the f:

it

and a questionnaire. requesting basic information P

.
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3 lNearly,one -third did not have a specific job or career in mind when thex\
left school, and neariy haif did not 1ntend toc obtain a college qualifi-

catlon at that txne. v

-

4 ~ Studdﬁbs\5§ted job traxnxng as the most 1mportant reason for enroll1ng
in their current -course but almost equally 1mportant was the desire 'to
stuydy in a field which really 1nterests me'. The ratings given to these
two factors correlated ncderately (r = 0.37) suggestxng that extrinsic
anq intrinsic interest among these students need not be seen as in

canfllct

.
*

5 Most students 1nd1cated that they were satisfied with their college,
found their course 1nterest1ng, and expected 1it to be useful for their

intgpded accupat1on. : . ' NN

. -
3

6 | .The items shawing the greatest d1screpancy between the emphasis given snd
" the emphasxs which studentS'belxeved should ‘have been given to various
goals of educatxon were 'the develapment of self-swsreqpss and self-
confidence' followed by 'the development of sttitudes to assist in
settling int&.a‘jeb'. In both cases iess emphasis was actually given |
than students felt should be -given.

7 On a number of 'aspects of their working envxronments students considered

their college to be 51m113r to work,

+

8 Very few students had jobs arranged prior to flnlshxng their coutrses and -
. most hntxcxpsted difficulty in finding a job. More than half indicated

) that they would leave the course if a suitable job became avajilable, ' The

::E:b factors reported to be Wbst important in choice of job were, in order, -

interest, satxsfact1on, working conditions, and security.

2

9 ‘At the time the questionnaire was administered most students either knew
exacély the job they wanted or were deciding,between two 6r three jobs,
As most did not have a Job in m1nd when they left secondary school th1s
“suggested that some deJeIopmeﬂt of career inteptions may have occurred

\éur1ng thelr&technlcal college course.

Since this was a trial the sample wds not carefully drawn and, the results
6htained Shoulg be treated with <aution. For this reason the_pqxnts listed
above have.bééi stat;d in general terms rather.than in precise figures.

Nevertheless they give an indication Ff the way a group of stgdenf§ in full-

time technical colleger courses responded to these questions, o
. l + ’ - M

: ' v “'* . Y.
N 101 o




"conclusions were drawn, il

\ L3
4

The data from'thev;rial were.not solely used to obtain data for
statisticai gnalysis Sf‘scales. ﬂhen the tfial‘questionnaire was administered
a number of the project staff were present to observe and report difficul?ies
students had.with particular questions.  Many alterations were made to the

format and to individual questions in the quesfionnaire. The data analysis

‘was also valuable. For cxample, the reliability of the scale which assessed

the practxcal emphaS1s of courses was only moderate (alpha = 0,60) but was
1mprove&'by omxtt1ng onb item (alpha = 0.66). In addition to these specific
changes to questions the quest1onnaxre was restructured so that personal

background data were sought after information related to the course.

In addition to the formal trial, consultstions were held with staff in
Technical and Further Educatlon auﬁhor1t1es about the structure of the student

quest1onna1re
Y

-

The Attitude Scale of the Caréér Maturity Inventory (Cates, 1973) was
also administered to a sample of sﬁudents in Victoria as it was designed to
measure important aspects of attlt&des to work There were 123 students
trom secondary or secondary techni¢al schools, 318 in full-time TAFE’work
preparation courses, . and 72 apprenj}ces THe sample was chosen from areas of

similar socio-economic status, Frdq an analysis of the data the followxng

A1

Lo

1 -~ The scale was sﬁfficiently reliable for use in research (alpha = 0.30).2

2 A factor analysis3 did not yiefd results congruent with the theopefical
foundation postuldted by the\ijihor‘ Cdnsequently 1t was not possible
i

to use subscalcs

-

3 Students in full-time vocational courses scored higher than those in

general secondary courses.

.

L
Because of the inconclusive nature af the factorf4nabysxs, it was decided’ tp

conduct a further trial .of the Career Maturity Inventory Attitude Scale wlth

the students in the pre-vocational programs.

The teacher questionnaire, and the career questionnaire for former

students were not subjected to a formal ttial but reviewed by groups of people

" v

L I3 . ' -
See Appendik A. ' - ’

2 - o : ’
See NthiL;/%xgs7). v

Factor analysis providés a means of examining the construct validity of a
scale or a scries of subscales. For an introduction to the .technique see

Chjld, (1970). -

g
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in the mnmh branches of Xate Technical and Further Educatmn authornzes.
(As & result of thnt procedure many altera.tmns were made before they were used

.

in technxcal col Ieges. ‘ . :

]

. , The Student Questionnaire .

z

The Student Questionnaire was designed to obtain informa¥on about background

' o chafacteristics'. processes and outcomes. It was plannéd that it should be

able to be conpleted"wi\thin"‘cne hour: theasduration of most class lessons.
in pre-vocational eduication. In the planning and trial of the initial

questicnnaire‘ it was apparent that the inforsation .bei'ng'sought might require -

more time. *"Therefore a strategy was adopted for collecting the information
desired without ifiposing too great a burden on the respondents. The-
questionnaire was structured in two sections: A and B. -Section B consisted

of two alternative forms: &om Bl and form B2. In our study when the
.

~

questxonnaire was, administered copies containing form Bl were given to one
randomly chosen half of the students’ and copies contaxnxng form B2 were ngen
to the remaining half of the stydents. This precedure enabIed_xnfcrmat1on
te'b¢ collected on a wider range of varxables than would have been possible
within one hour if all students had to snswer all questxons. It was important
that the total group of students be sﬁlit at random for this procedurg to
‘provide useful information. The extent to which each random half isé;mﬁisr
on other factors could be checked by-usxng responses to the common Section A.

of” the quest:onnaxre

+

A copy of Section A of the Student Questionnaire has been included as
Appendix B.. Form Bl céntained the Coopersm1th Self-Esteem Inventory (Adult
Form C), and a scale measuring the desire for further dévelcpment through
work_taken from the study by Bachman et al. (1971). Form B2 contained the
Attitude Scale of the Career Maturity Inventory (Crites, 1973)., The sequence
oquuestioné in, and the format sf, the questionnaire-were planned to sujt
the students who were to answer it-rather than the framework described in
the previous chapter., It is horth considering the questions and stgles which

form part of each of the main elements of the framework. ‘

. The packground factors to which the Student Questiondajire was directed

included student motivation, career plans, schoalf®background, and home and
' N\

social background. . i

-4



‘Student motivation , ¢ . ' L

It is important to recegnzze that the rexsens why students enrol in a course

such as pre-voeatlonal education are g;obably complex. An ultimate dec151on
to embark on a course is most llkeiy to be based on a number of 1nf1uences
rather than on a single reason. To obtain information about the relative
strength of a number of influences on tke decision to commence a pre-
: vocational program, a format similar to that ‘used in the Regioqaf Colleges -
' Survéy (Beswick and Hirman, 1975) was adopted, Students first rated
the impoftance of various reasons for starting the course on a five-point
: scalé and then underlined the most important reason. For the study of pre-
vocational education some of the items listed in the Regioﬁal Colleges study-
were deleted and others specific to,pre- _vocational education were 1nc1uded
Of special intetest were the items which-indicated the balange of éxtrinsic
'“and instrinsic fac;ors to get training for a 3ob and to study in a field
a of real interest. There is scope for a major study of the balauce of
extrinsic and 1ntr1n51c motivation among Technlcal and Further Educatlon !
students but not in the, present study, * In the present study we have been able
to glean on}y a superficial indication of these issees. Questien 11 of the
student questionnaire was included to provide theibasic information about tbe ~

t

reasons why students commenced their course,

) <<
-
[

) ‘For each stated reason it would be possibJe to use the ratings on the

4 flve point ordinal scale to obtain median_valuls and thus determine the most(.
important of the reasons for commencing the course. As a eeeck on validity
this could be compared with the reason most frequently underlined, The
correlatinhs between the ratings given to each reason could be calculated to

enable the associations between various reasons to be Studied,

3

Career Elans‘

When the relevant aspects of students' career plans were discussed din the

-

previous chapter, two important aspects were identified. One concerned the ¥
SpeCIELC1ty of @ student's career plans on entry to a course. The other

involved the considerations that a student considered important in seek1ng. —
@ job. Such information, it was argued, should be used in plann1ng course

*

structure and content.

! ) ‘
(a) Specificity. Qdestions about the specificity of students' cageer
"plans were included at several places in the student questionnaire. Question

5 is the most direct of these being concerned with the students' plans’on

Q “ A ‘ . 97 .
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leaving secondary scﬁbel. It is dxrectlx camparable with a question from the
- Nationmal Education Survey (Beed, 1979}; Addxtxonal 1nfbr-atzon about the
student§ plans could be obtained from Questlon 27 which was modified from an
‘- item in the Regional Colleges Survey. Qggst1nns 24 to 16 also concern

. : PTS .
, specificity of career plans but are.directed to students in the course

*

rather than backgréund factors. '

) Cho1ce of<1_p In educational programs intended to faciljtate the

‘f.'- tran51:1on from school to work the fadtors 1mgortant to students 1n a choice 4
' of job could be relevant. In Question 23 students were askéd to rate the
;mportsnce of a nugber of factors in the chozce of a 30b Some of the items
in this question were used in a study by Rosier (1978)}. Most were deve}oped
for the pfesent stu@y and cover a wide range of possible factsrs'which'migﬁt
N iqfiuencc the choice of a job.

-

School backgzpund . ‘ -

In Chapter Five it was argwed that relevant aspects of school background in
a study of ,pre-vocational education would include attainment, achievement,
reasons for leaving secondary school, type of secondary school and experience

of work. . , g

{a) Attainment. ' Prg-vocational education has been generally intended

to be a provision fgf those people leaving school after Year 10. It was .
therefdore of interest to know tq what extent places in the available programs
" were occupled by students who had continued their secondary scheollng beyond

this stage QuesS}on 2 wai concerned with fhe student's attainment .

-~ (b) Achievenent. The level of school achievement among entrants to
. - .
~ pre-vocational education was of .interest in’examining the pattern of intake. |
This informatien was generally available from official sources and was not

requested in the "questionnaire.

‘ i (¢) School type. The typé of secondaxy school attended b% studehts
‘was 1nd1catedaby the answers given to Question 3, It was relcvant because of
the well established differences in retentivity of different typvs of school.
(d) Experience. Even though prc—vocational'education is intended to \
provide for students coming dlrect from secondary s;hool it is possible that
some students may have had experience of werk away from school. Quesgions 6,

. 7 and 8 were directed towards obtaining this information. They are similar to

items inc;uded in the National Education Survey (Beed, 1979).

(e) Leaving school. Different programs of pre-vocational education

have madegiifférent claimsvgpout the students to whom the programs were

. .
-’ * ) 4
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<
directed. Some claim to provide for students who found secondary school
unsuitable. Through Question 9 an attempt was made to elicit information about
the reasons why students left secondary school. As for the reasons for
commencing the course, it was decided to assess the relative importance of .

gach possxble reason by askxng students to rate the importance of that

reason for them on a five point scale., Some guidance about the items 11sted

Y' was abgained from Rosier (187 edian ratings for each teason could then

)
an indication of its importance in the decision of ’
! -

A

be calculated to provi

students to leave school.

- . - .

Home and social backgfézaa

Home and social background has peen‘'considered to be a-multifacetéd constryct.-

It has been considered’to be made up of a gri'p of varxables. socio-economic.

status, ethnicity, fam11y career 1nf1uence, and peer group influence. '

— .

(a) Soci?—economié’ status. The most conmonly used index of the socigl

level of an in;ividual in. a community is*based‘on occupation. One approach
" used in Australia by Congalten (1969) has been to class occupations according
. to their perceived prestige in the community. "A second approach, adopted
by Broom, Jones and Zubrzycki {1969) was to develop an occup&tlondl
classification in terms of the level of skill and rewarg involved as well as !
« social prestlge. Even though occupational status has been shown to be’®

correlated with other measures of social standing such as education, income
and subjective 502131 Llass, the measures are not identical (Broom ét é;_ 1968).
In spite of the lxmxtatxons assoc1dted with the usec of occupatxonal status as
an indicator of social standxng it is a measure on which relatively objegtive

-

data can be obtained Ly questionnaire or intervicw. ,
. N .
Informétion about the social standidg of participants in various
educational programs will be of grcatest value if compatable data are collected
‘ln different studies. For this reason we advocaté the use of the -
classifications and scales developed in fhe Depdrtment of Socxolosz in the
Australxdn National Unxvgrsxty Three scales hdvc been offered by Broom
Jones and Zubrzyth (1969) §or use in sogfblo&xcal and educational studies:
a sxxtaen point scale, a coarser siXx puxnt scale, and & nine point °
classification designed to dxftexentlate rural and urban OLcupatmns.l
k} recent publication (Broom, et al. 1977) has explered further the

characteristics of these scales.

- - ——

1 . . . .3 Lo - ) . ’
An illustration of the distribution of fathers' occupation among pre-
» vocational students has been shown in Appendix C. |
o . 99 )
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- “.In thxs study we have used the sxxteen p01nt sca&e for codlng purposes
A more exhaustive thyee digit codzng would be txme and mnney, consumlng to ,
*  code. " The Sixteen point scale can be collapsed to give e1thef of the shorter
' scales or used with weighted social status measures (Broom et al. 1977).

The vel1d1ty of such a coding system depends upon ebtainlng accurate
kdescrlptxons of occupations to be coded. For this feason it was necessary.
to request that the occupation of the person actually be stated, and a
description be given where necessary. Questions relating to the occupation
of parents and sxbllngs can be consxdered intrusive of privacy. In the .
student quest1onnalre for pre- vocat1onal education the &hest1ons relating to.
, occupations have been placed at the end of section A so as nof to arouse early

hostility and so that they could be omitted without jeopardizing other data.

‘The socio-economic status of a student has gsyally been taken to be .
indicated by the father's occupation. In the present questionnaire the
dEcupate?n of the student's mother. and 51b11ngs were requested. This was
not for use as an indication of socio- economxc stetus but to enable the
detec$1on of association between the types of jobs taken or aspired to by

« members of the same\famlly Questions about the occupations of parents and
siblxngs, and of the students' aspired to apd expected occupation, can be found

as Quest1ons 35 to 30 of the student quest10nna1re
. (b) Other family. In the section above the aswessment of socic-economic

status has been discussed. Other aspects of family activities are relevant.. i
in considgfing the entry to vocationai training. Among the influences - A
considered: important are the occupations of elder siblings, and parents.

In this we have been interested in the extent to which students' asplratlons

were assoc{ated with the eceupatxons'of other members. of the famlly

ﬁ:) Ethnic groups. Given the multicultural nature of Australian
society it would appear useful te know the ethnic origins of the etudents
entering'pfe-veeational education. In seeking this information it is
impqrtant to know not only the country of birth of -the student but also that
of the parents In addition the length of time which those students not born
in Australxa have lived here prov1des valuable informat ion, Questions 31 to

34, ‘provided relatively direct means of asking for this information.

e . .

' {(d) Peers. An . additional potential .influence ﬁpon young people at .
the point of leaving school is that of their peer _group. Ong means of
obtaining information about peer influences is to ask what a student's best

three friends from school are doing. For pre-vocational students,eight

-
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possible activities were nominated so that students could indicate what their,
best three schoal«frienésrunre currently daxng Questipn 10 provided & means
of abtaln;ng that infornatlcn. “

S ~

Teachin g Prncesses

' In Chapter Five a number of 1mportant evaluation quest:ons concerned with
processes 1nvolved in programs of- pre-vocatxonal educatlon were 1deﬂt1f1ed
\ workxng cohd1t1cne teaching methods, practical enphas1s, satisfaction and
1nterest and difficulties. Prevxously it had been argued that the study of
such process elements was an essential part of an evaluation study. This
.+, section is concerned thh the medns of obtaxnxng students’ perceptxans of

the processes invelved in pre—vocat1onal education.

o u (a) Ndrkiqgrcohditians. ln‘examining students’ perception; of their
V working conditions attention has been focused on a number of-iSsues which
were identifled in Chapter Two as 1mportant contributions from the
experience of work to adolescent development. These jissues 1nv01ved
.responsibility, do1ng_'worthwh11e'“tasks, making decisions, adult treatment,
using modern equipment, and'contributing to 8 joint effort, The format
. +which hasbeen used in Quest1on 20 involved students rating on a four point
scale a series of s;atenents about aspects of typxcal working condxtzons for
¢~ themseives, someone at work, and someone at high school. A sample st&tenent _
has been included in Table 6.1. A study by Flude ahd Whiteside (1971) found -
thet when students in printing apprenticeships were asked to rate themselves
“on a-scale with réspect to their perceptions of themselves as a :student or as
a worker, :here was a "shift towards the end of the scale de51gnated 'worker'
over the duratlon of the course. For the present study of pre-vocational
educat1an an attempt has been made to define the 1mportant ‘aspects of work
‘rather than to use a global perception, and ask for relative perceptions rather
than to seek to detect changes over time. A principal component analysis of-
the responses to the dﬁestions concerned with college conditions showed that
g only the first principal component had an eigeh value greater than one.1
That (component accounted for 46 per cent of the total variance. This evidence
confirmed that these questions were measuring different aspects of the same
dimension. Subsequent analyses suggested that a«religble scdle measuring

- the. extent to which college céhditions were similar to the world of work

v

. 1 See Appendix € (Table 2) °
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. Table 6.1° You and Your -Work: Sample Statement F oy >
b - ’ ‘ ) . o . . ‘
‘ - R i * ' -.:ﬁ . )

- *
- .

Considex the~ follawmg statements abaut aspects of typical-(m:rkmg
conditions. Canpare your working condit;.ons with what you \hm‘x the

: mrkmg condxtxons would be )ﬂie for: | ‘ { ‘ o ,
(1) .7 2 st ent :m a seg;/ndaryx school, and IR . ’ o
« % (ii)  someone in" fuik ~-time employment/ ) T R
- "%, (circle ong numhei: .m ea;h row) n o T
. IR S N o . - Never Rarely ' Somet1mes. Often
: ¢ . - 2. -
Responsibféﬂfo% ones own. work R . J T o B
«': "« 7 .in college AL SN N 3 g .- .
< . .. v, . - ) Pl
e in work - ] 1. .2 3 Y S
‘in high school . 1 2 3 . 4
Note: A Complete set of statements can be found in Appendix B ’, ’1}' ‘
. © . « A
* . - ,.p - 4 )
< L
could be ed”from these items. It was found that the alphsi 'rellablhty
was 0,76. ales which measured the per:e1ved conditiofs for saneqne if

'}ugh school cou}d also be formed with alpha reliabilities of 0.71 sad’ 0 73

respectxvely. The thrce scales could thus be used with saie confldence,

-

For the study of pre~vogﬂt1ongl education it was possible to use the
mediap ratings for each domain relative to high school and college in additiom
to using dggregated scale statistics. Anfimportant premise. underlying;the types
of pre- voaatxonal educat1on programs described 1n Chapter Three was that it
was p0551b1e to sxmulate conditions at work. If students view their working
/conditions in this way ¢hen college conditions would be rated as more similar

to work than to high school. The results obtgined from this instrument have

bean discussed in Volume Two. ‘

(b) Teaching methods. To obtain students'views of the teaching gthods
in pre -vocational educstion a scale was 'included as Question 19 which W ‘
developed around the theme of teaching methods related to the world of work.,

Three major domains were included within this nctzon: ‘an emphasxs on reallst;c

- tasks and examples, integratidﬁ with the social aspects of work, and concern

to develop mastery of $k1115. Examples of items from each of these three
domains have been shown in Table 6.2. A total of 21 items was developed.

The 1ntroduct1on to the items which has been used was intended to capture

0 og \ .
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_ Table 6.2 Tesching: ‘Typical Items N B
‘Domain R - Item .
L] ) 3 ‘ N
Realistic tasks and examples: Provides some work for students

Y

» -

‘whxch is Similar to what they would

”do when they finish théycourse.
-

. Individual progress and’ .Gives enough time to complete a job.

]
wastery . _ ‘ Ko o

- " .

Social aspects of work Discusses the relevance of topics

b

for our society.

Z 3 | ' /

the essence of teacHing methods in t:zfprogram generally. It was based on
1

the format 1think of a typical te&‘ﬂ as used in'another context in the

Regional Colleges Survey (Beswick and Harman, 1975). If the same scale -

were being used to study a particular class or subject in a progvam a

: dlfferent stem wauld be used and revslldatlon would be necessary.

A principal components analysis of the responses of students in four

" pre-vocational programs from seventeen colleges showed that whxle four

factors had anufggen value greater than one, the first component had an eigen
-value of 6.1 but t

he others were 1.6, 1.4 and 1 1 reSpect1ve1y - On the basis
of a scree test (Cattell, 1966) it would seem valid ¢o treat the scale as
measuring a single dimension¥ the extent to. which teaching methods were
related to the wdrld o% ;ofk. A high score would indicate teaching methods
which were'strongI} integrated with work while a low score would indicate

that students viewed teaching methods as divorced from work .

.Further analyses showed that the scale was very reliable with
coefficient alpha = .86 but that items 10 and 20 appeared unrelated to the
remaiﬂder.l If those items werg/ﬁ%leted the alpha reliability would be
higher still: perhéps reaching 0.88. ALl the items had ftean values j&st a
little greater than the midpoiﬁt of the range and standard deviations which
suggested a good spread of responses. There was no itep where the limits of
the scale caused disgortion. . KX '

1 Refer Appendix C (Table C4)

" Item 10 ‘Sets deadlines for work to be completed’

Item 20 ‘Requlres correct spelling and expression in written work'.
X
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A factor analysis was conducted whxc iﬁvnlved 8 variuax'ralation of
KB all fem: princxpal factors with an eigen %lue' greater than one to determine
whether the internal structure of the scale refletted that whxch had been
postulated. 3 The first factor was interpreted as represent1ng teaching methods.
involving the use of realistic practical examples and tasks. The second of

the factors appeared to be concerned with the emphasis on methods which
fac;litated the mastery of important skills, third factor appeared

to bﬁﬁanc}yb1ch reflected the Social aspects of :g : : .
teachﬁpgﬁnmxhods by ehe discussion of social relevance and the eqCOuragement )
of cdicperafxon Finally, the fourth factor was dne on which only item 20
had a loading greater than 0.3. Together with tie fact that item 10.did not
load on any factor, this confirmed the 1nterpretat1on that these items which

N ~

" were concerned respect1ve1y with correct spelixng and expression and the ‘T:;’

rk as incorporated in

setting of deadlines were discrepant,and should be deleted from the scale.

An alternative to using the full ﬁ*ale in the evaluation of teaching
methods would be to form subscales based on the results of this factor
analysis: Further work would need to ﬁ; undertaken on this task but it
wvould appear that subscales which were not independent, but which were
‘reliablé could be obtained. Of course considering the nature of the scales

one would not expect independence.

(c) Practical emphasis. In order that students'pefceptions of the

~ practicdl emphasis in the courses could be evsluated a press scale was
developed following ideas of Stern (1970) The f1rst attempt
at this scale was included in the Victorian trial and found to have a moderate
reliability. After modification for the main trial the scale was still \‘
only moderately réliable with a value for coefficient alpha of ().52.\2 it
would appear that the scale requires further development before gt could
be considered for use as a resea£ch instrument but that it could be used for
preliminary explorations associated with the present study.

f The scale was an attempt to look at'the total env1ronment of the program

4

by 1ncorpcrat1ng the attitudes of Qeers and teachers. A high score would
represent a practically oriented environment while a low score would represent
an environment in which practical things were not strongly emphasized. It ’
seems probable that the multifaceted nature of the dimension under

investigation limits the reliability which could be achieved in such a scale.

Refer Abpendix C (Table C5)

Refer Appendix C (Table C6)
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;ttrzbute was hexng tested. gf‘ﬂig‘j

_cnnplaznt The format was éhnxls’

" Survey {Besuick and Harmgn, 1975}Zbut using the, 1q9xv1dual statements as
" modified-in the Career Developm )

The item total carrqlntions woq&d c rfainly indicate thet'more than one

(d} Satzsfactxun and lnq rest§ in’ghspter Five th:,&easans for

P
examining student satisfactior and

’

terest in<prograns of‘pre-vocg;ionaf
education were elaborated. Tuo ap"oaches to the-assessﬁ%nt qf‘ ent -
satisfaction have been adopt T appruach, xn Questxun 17, g; to ask
students the extent to whxcq 'ﬂ'greed with a nusbey of statements of

to that used zn the Regxonal Colleges

PrOJeCt {Baldock Harvey and Langford,

1977) and the Nat1onnl Educatiﬁn Su$vey (Beed 19793 It was based on

the six 1tems, ‘each u;th fxve r' ponsa,c;tegaxx¢s, which formed a Likert'scale.
An analysis of the resul:s obts‘ned fton 4?; students in four pre-vocational
programs from 17 colleges shpu

that th scale was & faxrly reliable -
measure of satisfaction (al ha 0. 68)‘- Of course, in examining a program

the response to individual itess migh& prove an additional useful source of
infornsfion ~An alternatxve apprnach uhxch was also 1nc1uded as Questzon 13

of the quest1ann81re was, to ask students dxrectly about their overall evaluation
of the course. This question was the .same as one used in the Nstxonal .

EducationFSurvgy;by Beed (1979) and coulﬁ_thus be used for comparison purposes.J

Related to student satisfaction is student interest. Question 12, which
is a marker question identical te ong in the survey of reg:onal colleges, >
ed students directly ;bout their Tevel of interest in the course. 1In
Q:zstxon 22 more detalled znfo!maticn about interest in particula\\zreas wWas

1

,requeste& In that questxon information was also sought about difficulty *

and demands so that those issues could be separsted from interest.

(e) Dxffxcultles. ~ An. tdditxonal area concerning processes is thst of

the level of perceived difficulty which students have in certain géneral areas.
In Question 21 they were asked to: indicate areas which ;ere difficult and

the amount of ﬂ%lp-;ﬁich they had received in\those are;s. Such information
could be of value in planning for a&ditithli instruction in particular areas.
The areas listed were based on those whxch have been the subJect of comment
about the competence of apprentices and other young workers.

“
» »

. Pregram outcomes

The evaluation of outcomes in the area of technical competence does not form

part of the Student Questionnaire. Rather it derives from test results and

' gee Appé;dix'c (Table C7)" .
. 112
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Tatings by others, However, the’ assessment of priorities among various goals
~of pre-vncatxannl education and certain affectxve cutcomes was a functxon of

the student qqestzannaire ,
- ; H . | ,\l . -
{(a) Prggrities. In Quegtxon 14 students, were' *asked to 1nd1c3te the

2

Ay

emphasis giveﬁ to a sseries of. fxva-general goals in their program and their
opxnlon of the emph351s whlch should have been given to. each of thoge goals
The idea for the questxon came from ﬂhe survey' of reglonal colleges%zéeswxck
and Harman, 1975} though for the students in pre- vocatlonal education

dxffergnt statements of-goals”and some simpler warding of goals have ‘been used.

»

* In additiow, after the Victorian trial,a different format.of the- queStion
was adopted to enable studénts more readily to separate the two types of
question being asked In particular the response categogy 'not §ﬁre' was

- f -
eliminated as it appeared to cause con?usxon to students—- :

] =~ ’ h

Median ratxngs could be calculated for. bcth the actual and desired emphas1s
on each goal. The desired emphasis ratlngs ‘could then be used to indicate the
students’ priorities and the differen€e between the two ratimgs to indicate a
di;crepancy score. It would appear that this type of questlon can provide
valuable xnformatzon. A large discrepancy score on & gQal of high priority
could indicate that some revisions to either course content or teaching

L
methods were needed. ¥ '

-
.
.

(b} Personal develoﬁmeht: self-esteem. In the development of a

methodology for evaluation the assessment of self-esteen students has been
attempted by means of the Coopersmith Self-Esteem Inventory,)(the S.E.I.). This

instrument is based on a view of self-esteem as being:
the evaluation which the individual makes and customarily maintains
with regard to himself: it expresses an attitude of approval or
. disapproval, and indicates the extent- to which the individual believes
himself to .be capable, significant, successful, and worthy In short,
self-esteem is a personal judgment of~worth1ness that is expressed in
the attitudes the individual holds toward himself. (Coopersmith, 1967:4-5)

There are three forms of the S.E.I. available: g full 58 item instrument, a
short form of 25 items, and an adult form of 25 items. The full inventory
though intended for 10 to 12 year olds has been widely used throughout
Australia for other age groups and has been the aubject of extensxve
validation (Ross, 1974). It has 50 items designed to measure self-esteem,

and cight items which form a lie scale. Ross showed that it was possible to
use the instrument to give either a total score, or scores on three subscales:

peers, parents and school. The adult form of the S.E.I. has been used less

¢
~
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'extenswely in Austrdilia and does not give scores on subscales But it has

‘an equally impres 1. reliability. Cé‘opermth (19‘75) indicated a test -retest
retiability of 0.88 and a correlation with the long form of 0.86.

Phough-iess research has been reported in Australia using the adult form
. i of the S.E.I., it has been pregérred.in the study of pre-vocational education
| for two reasons. Firstly, the wording is'ﬁych more suitable fof students in
f post cnguLsory education and secondly,‘ix is shprter and less time consuming.
Y Mdregver it is possible to.relate scores on the adult form to those on the

1]
-

complete form. : . - o }
L : : N - > -
AR L In the trial of the methodology among stixlents of pre-vocational education

' f':?f it was found that the adult form of the S. E.T. had a satisfactory re113b111ty
| ;galphd = 0. 76) All the items correlated well w1th the total score, except
“/ 7 items 2 and 19 which referred to a person s confldence in verbal expression.
é" .ir None of the items was such that more than 80 per cent of the students gave

, ’ the same response. These results suggested that the instrument was suitable

. for studies of self-¢stecem among pre-vocational students. .

‘;" (c) Personal development: occup;tional choice. Occupational choice as
;used in the present study has been taken to refer the extent to which
‘1nd1v1duals in pre-vocational education develop)cons1stent patterns in their
.choice of future occupations. The method which has been tried in this study
l'is an adaptation of, an approach used in the Melbourne Careers Project (Kelso,
1978) following a Qéthod suggested by Holland, Gottfredson and Nafziéer (1975)
' which was based on the theory of Holland (1973). Accordlng to Halland
occupations can be classified into six broad Lategor1es agcordlng to the
environment of those occupations. The six categories, with examples, qref
‘realistic (tradesmen), investigative (scientist), artistic (designer), social
(teacher), enterprising (salesman, manager) and conventional {clerk). It has
: been argued that some §ypes of occupational environment are more similar
i thin others (Holland, 1973). In the study of pre-vocational education this

) framework was used to evaluate whether student$ had established patterps of

future possible occupations consistent with he type of program i wfiich they
\ were studying. Hence, while such studies ds the Melbournefgpfgg;igProject

related stated possibilities to voc%;ional aspiration, in the present project

L -
‘ they were related to the program in. which thetstudents were enrolled.

b see Appendix € (Table C8) . \/
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- The question on/gnich this approach has been‘based is number'zs The
* first stage was to assxgn the progranm to one of the six categor1es described
by Helland {(1973). Se
to one of the same six cuteg

each stated possibility was coded as belonging
jes. Thirdly, scores ‘were assigned to each of
" the poss1b111t1es accordxng to they proxxmxty on Holland's hexagonal diagr 2

(Holland, 1973:23) to the program classificatxon .

- , "

If they were identical ‘the score was 4. . . ‘ _ .
If they were adfhcent “the score was 3.
-
1f. they were neither sd;aceﬁ{ nor opposite the score was 2. - -

~

If they were opposite thee score was .1

¢

Finally the scores were added and dxvxded by the total humber of
- possibilities. This procedure follows that of the Melbourne Careers Project
(Kelsot 1878).¢ In gne present, preject it was possible to write a computer

program to perform the third and final steps of the scoring. !
. \

Using this procedure éﬁe maximum possible score was four and the minimum
would be one. A ﬁiéh.sEsgé would indicate 8 range of future pOSSipili:ies
consistent with the dype of program undertaken while a low score would
indicate a seat erel range of choices, many of which were not consistent with
the program. It would seem that prefnocatxonal educatlon ought to be\\er
acquaint students with the occupations consistent w1th the course of traxnlng
they were undertaking. It is possxble to interpret a high-score on this
measure as resulting from both a good understanding of johs -in an area afd from

the development of a sense of occupational identity.

(d) Attitides to work: career maturity. The attitude scale of the
Career Maturity Inventory (Crites, 1973) was tried with 5 view to assessing
its suitability as an instrument for assessing one aspect of attitudes to
work. It is one scale from a group of tests._‘The remaining scales comprise
the competence test: self-appraisal, occupational infornetion, goal eelection,
planning and problem solving. Eveén though the competence test may‘grone
useful in other studies of pre-vocational.education it was not used in the
present development of a methodology. ‘Pernission was obtained from the
publishers to try the Attitude Scaie as part of the methodology.1 The

particular form of the Attitude Scale which was tried was the screening form.

3

1

‘Any subsequent use in evaluation studies would require an agreement with
the publisher, CTB/McGraw Hill, Del Monte Research Park, Monterey,
California, United States of America.

108
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The items on the scale were struqt;rcd arouné five dimensions:
involvement in cibice, orientation toward work, indepéhdence in. deciéion
making, preference for career choice and conqept1on of the ch01ce process.-
In total the scale is intended to -easure matur1ty in attltudes towards s

career. . §1fty items scored in a true-filse format make up the scale whigh is

intended to “assess an imdividual's maturity with respect to attitudes to careers.

~Crites (1973) has reviewe@ the source ef the evidence-from the United %tates

involving its use. Its internal consistency (Kuder R1chardsén Formula 20)
averazed 0.74, and the test-retest rellability was 0.71. In additior® its
validity had been examined usipg panels of expé?% judges torrate each izem
and by relat1ng scpres to a series of external’ criterxa ‘In gengral it
appeared to be both a rgliable :h&.valxd 1nstrunent ‘In the pre éﬁt‘trial

,it was intended to check its reliability when used in pre -vocat{onal educatxon

and to test its appropriateness for the evaluation of programs i th:s field."

As part of section Bl of the questionnaire it was'admdnistered to about

- one half (165) of the students in these programs. The intérnal consistency .

\

was found to be satlsfactory for research purposes (alpha = 0.79). "Mean

- scores were 8 little lower than might have been expected on the basis of
]
Unxted States norms. Th1s was similar to the results obtained in the Victorian

'trial'where full-time Certificate of Technology students scored higher than

general secondary students. Neither group scored a&s high as the equivalent age‘
group in éhe United States. A factor analysis was conducted to determine
whether the five théoretical dimensions could be detected and a set of sub-
scales derived. Seventeen primcipal components were extracted with eigek values
greater than one suggesting that the scale samﬁles many different facets of
career maturity.1 A factor analysis based on the rotation of five factors

did not give a clear pattern which coulé be easily interpreted as representing
the five theoretical dimensions. A Scree test suggested that three factors
might be present. Therefore a factor analysis based on the rotation of three
factors was conducted.2 A tentative interpretation-of the three factors

appeared to be as follows: v A

1 The extent to which the respondents saw future opportunities as
uncertain, and therefore the extent to which they were likely to have

the opportunity to choose a job. A high score on this factor would

]

See Appendix € (Table (9)

AN

2 see Appendix C (Table C10)

b 8
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_reflect a perception of the future as stable, and the choice of
RS

job as a decision to be open to them. 4 :

.
-

2 The ext;nt te which the féépondents.were oriented towards méking a
‘choice of careert_psed on considerations of interest and commitment
to the work, after seeklng advice. This factor reflected the extént

to whlch respondents 195Red forward to work. A high score would’
teflect a positive aﬁt;tude to work and a commitment to make ap

férmed choice of job, )

3 Fhe extent to which the respondents wgre personally certain in their
choice of career. thle the fxrst factor involved a erceprinn of the
. environment as stable, this factor was related to persbnal uncertainty.,

A high score would reftect a high degree of certainty ajout future jobs.

_The emergence of a factor structure involving the first- factor described above

is probably a reflection of the changed employment market in Australia in
recent times. While there was some correspondence between-this structure
‘and that which guided the development of the ipstrument, it not cléar.

It was therefore not possxble to use subscale scores.

Even though the attitude scale of the Career Matur1ty Inventory does
not take“long to administer it is lengthy in terms of the number of items.
From the item analysis it ébpeared that some items were much better correlated
with the total score than others.l. This would suggest that it might;be
. possible to develop a shorter instrument which measured the same general
construct for use in survey studies of vocational courses. It should be
remembered that the scale was developed for use with students in general
secondary education in the ‘Qited States, and validated among that group.

Thdrefore it is not surprisihg that some differences in structure were found

when it was used with pre-vocational students in another country.. Any further

use of the instrument would need to take these considerations into account.

The construct being measured appears to be an important aspect of pre-

vocational education, but it ought to be able to be assessed with a shorter *

instrument .

//f

(e) Attitudes to work: development. In assessing the extent to which

pre-vocational students express a desire to develop their skills and
knowledge through work, a scale used by Bachman et al. (1972) was used. This
was described by Bachman as measuring a need for self-development: a concept

related to need for achievement but directed towards the idea of wanting to
&

s(;e Appendix A C 11 v | :



.deyelo% exi;ting talents and acquire new ones. ‘ﬁachman ?rgued that the
environment of Sduaational inﬁtitutiaqs might affect student's expressed need
for selfadgvelopnent‘in work., The instrument wis a 15 item Dikert scale.

The results of admxnzsterlng the instrument to 204 students 1n pre-vocational
programs suggested it.was a Yeliable instrument in the Australxan context.
The atpha reliability was 0.84 and all"the items.were strongly correlated
with the total score. 1 Together with tﬁg validity data reported by Bachman
et al. (1972)‘th1s suggesﬁ@d that it could be a useful scale.

> ¢ - N -

. The Career-Questionnaire .-

The Career Questionnaire. was intended to be completed by former student; bf

* pre- VOcatlonal education who had bgen in the workforce for about one year.
Consequently it was des1gned so that it could be campleted in about 15 to 20
minutes. Its format followed a logical sequenge in time since the completion
of thé program of study. It began with questions about the person's first
full-time job, then asked questions about changes in employment, enquired

about the respondents present occupation, then asked people about how they

felt about their job and concluded with an invitation to make retrospective
judgments about thg'pre-vocational progr;m which they had‘completed. In
,proceeding thr;ugh the questionnaire there were two places where some P
respondents could omit some of the questions. Respondents who had not obtained
a full-time job could omit Questions 1 to 11, and thase who had made no

ghanfes in their JGb could omit Questions 7 to 11. A copy of the Career

Questionnaire has been included in Appendix B. ' .

~As indicgted in the development of the evaluatipn framework, the Career
Questionnaire was intended to obtain information about four kﬂfermedaate

outclmes of pre-yocational educational, programs.

1’ Employment patterns

2 Job stability ' | -
3 Job satisfaction

4 Retrospec(ive satisfaction with the program.

¥

Employment patterns v

In examining the employment pattern§ of people who completcd pre-vocational

educQ;ion the Career Questionnaire has been concerned with more detail than

See Appendix‘C (Table C11) . ) f’ff(f )
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. rat'e‘ of ‘euplomm:. Often State 'i‘echnical and Further Education authorities
u.intain records of employment rates which can provide useful .infumtion.
The questionnaire was.concerned with the pgttérn of present employment among
(elcent graduates, the pattern of first jobs among those peop'le, and details
of uneaployn:}n among those people. .

- . (a) 'Px;cscnt employment . s Questions 12, 13 and 14 concerned {he present
’e.-plopaent stitus. .o-f. graduates. From responses to Question 12 (a) it‘was-
possibla to det ine the ggneralrfevel of employment among these people
including whether the eﬂpio)ment was full or part-time, permanent or

- témporary, and: as an apprentice or not. Question 12 (b) scught moLe detsil

about the jobs of ﬁeéple.sojthat’it could be determined whether the work

was in their field of’;rainigg, The issue of 'misemployment' is a difficult
one, and therefore respondents were asked to iﬁdicate.ﬁheth;:r, they believed
their present job was in their field of traiming. Finally, details about

¢

the period of employment for those who were unemployed were sought in
Question 14. N . '

#

5) First employment. Similar information describing ,each personts

first job as that about their present job was sought through Questions 2
and 5. In addition Question 3 asked ebout the time taken to secure a first
8 full-time jok; and Question 4 asked about the source of that job.

(c) Unemployment. . Even though information about current ‘unemplgyment
was obtaingd through Questions 12 and 14 it was also impgrtant to enquire
about total pnempfoyment; As:requested-in Question 15 this waSJtakpn to
include time before obtaining'ﬁ regular job and time spent as unenploye§

t

between successive jobs. X

Job stability
154

R
In Chapter Five some reservations were expressed about the assump®¥on that job

stability among young people was necessarily a good thing. Since these
‘reservations were held, questions were asked not omnly about job changes but about
the nature of, and reasons for, those changes. Some of the questions in this

section were adapted from similar items used in the Career Development Project.

(a) Job changes. Question 7 asked simply and directly for the number
of different jobs a respondent had held since completing the course. It

provided a direct, if simplistic, measure of job stability among gradhates{/

(b) Type of changse. In Questions 8 to 1l information has been sought
about the types of c‘hanges in ewployment made by the target population. The

N ,
information being sought was related to two underlying dimensions: the nature
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*of the change and the rea@ons'for thé changé. The key issue in the nature
of .the job changes:we;e whether the changes were within the same field, and :
whether the changes werg towards a field moreé appropriate to the person's
fleid of training. in examining reasons for changes two approaches were
adopted. One was to ask for a brief but open ended.statement while the  ~
other asked respondents to rate the importance of a series of possible

. . Vel ..
reasons for changing .jobs.

Job satisfaction : ' ) ’ _—
- . ' . ‘ - ¢
Measures of job satisfaction have been reviewed togethdr with measures of

3

other occupational attitudes by.Rohinson, Athanasiou and Head (1969). Among -
the range of scales which they reviewed was'the Job Description index
déveloped by Smith ‘et al. (1965). This index attenpts to measuraggoh R
satisfaction in the five areas of type of work, supervision, peOple on the

job, pay and promotions. The first three areas are assessed by means of 18 A'
item scales and the latter two by 9.item scales, making up .a total of 72-

items. The scales essentially comprisé a check list .of adjectives or
descriptive phrases against which the responaent indicates an answer of 'yes',
'?', or 'no'. Such responses are scored 3, 1 or 0 respectjvely. Several

items are reverse scored and details are provided in Robinson et al. (1969)

There were four major reasons for trying this measure of job satisfaction

in the development of an evaluq}ion strategy for pre-vocational education.
One was that it had been used in Australia among present and former tertiary
students as part of the Survey of Regional Ccolleges {(Beswich and Harman, 1975)
and the Career Development Project (Baldock et al., 1977). There was
therefore a possibility that some reference points had been established. The
second reason was that it seemed a reliable and valid instrument on the baSis»‘
of data from studies in the ﬁ%ited States. Robinson et al. (1969) mention
the extensive research which went into the development of the instrument
and impressive reliability an& validity data have been roported. Split
half internal consisteéncy measures above 0.80 are reported for e;ch scale
{ and a variety of validity studies have been conducted. The third reason for
- trying this instrumeng in the present project was its simplicity and

uncomplicated terminology. Finally it appeared to be a facp—valid

Ainstrument which did not také long to complete: factors which were’ felt

likely to assist in obtaining a high rate of response.

The use of the instrument in the present project confirmed that it/ﬂas

highly reliable among young workers in Australia. Values of coefficient
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¢ Table 6.3 " Jeljability of the Job Description Index.snd its Subscales

¥

- : *  Nuaber Mean Standf¥d . Min. Max. ’Alpﬂg ol
- ' of Score Deviation - ° . Reliébilfiy
Itews - : ) U - f
r ‘ - v < - . W “
« ’ L - . N [ K S - 4 i ‘ . . i . L] .
'~ Subscales = . ' - d
e & . ) . . A -
L2 . . X b - . , T,
work - 18 31.1 . 11.8 2 T4 - 0.87 Ty
| Supervision , 18 382 10.7 0 54 0.85
.. ' People' - 18 -« 41.7¢ 9. 12 54 0.82 )
Pay . #g 17.2 7.1 .0 27 0.8 ’
" Promotion 9 14.0 7.5 9 27 0.8
' ‘ “/~ ' . .f ) ‘ . DR
Total Index 72 143.8 18.5 68: 162 0.92 * Q\
. l - 0 ‘ ‘ .
. ¥/ ~ - .
' ) S 4 ST
alpha which have been reported in Table 6.3 ranged from 0.82 to 0,§;. As
has been reported from United States data, the correlation coefficients T
reported in Table 6.4 suggest, t the five scales are not statistically‘ -
- : = N : i}
independent. This could be t n indicatiom that general. job
satisfaction is being measured by the taqtal score.! In fact” coefficient _
alpha for the total instrument was 9.92: In trials associated with the -

evaluation of pre-vocational education both scale scores and total scores

. have been tried.

In summary the Job Description Index proved to be a reliable and useful
instrument for assessing the job satisfaction of young workers whe had

completed programs of pre-vocational education.

Some data relating.to the validity of the index were also obtained
' as part of the present pr¢ject. Scores on each®®ale weré obtained from é
sample of people who hgd completed pre-vocational programs intended to lead
‘ to apprenticeship. It was then possibte to compare the scores of those who
obtained apprenticeships with those who did not. It would be expected that
apprentices would report greater satisfaction, on the 'work' scale, and ,

possibly the 'promotions' scale, than non-apprentices, but that there would

1 . . . . .
Robinson et al. (1969) recommended that those interested in fuller scoring
details and normative data correspond with Prof. P.C. Smith, Bowling Ggeen
. University, Ohio, USA.
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Table 6.4 Inter correlatxcns between Subscales of the Job

S .- Descriptive Index | ! .
\ N 2 R ,; \4‘\1 - s\. . - . . ﬁ ‘ | ‘ L]
. v ~.  Work, " Supervision = People - Pay Promotion
~ - _ 5
.  Work ‘ © 55° s 51 48 - 31
“ & . ‘ i . v . / ' N X
Supervision S 43 “29 16 ot
. Q i : } -
© + People . . , i 33 -, 24
g . - . ¢ o .o ’
D o v L : et
Pay L ‘ o N . 35
. . . i e - . . -
N o L . N . . N\
. Note: Decimal points have_been omitted. : : .

be less difference on the rémaining fﬁ:;e.scéles. The results in Table 5.5
corroborated this propos{tion and supported fhe validity of the scales. 1In

N the case of the 'work' scAle the difference was about three quarters of a

o ‘ sthndard deghatxon Cn the 'promotion' scale the dxfference was about one half

of a standard devxatxon, while for the 'pay' scale the difference was only about

e

one thxrd of standard deviation. For ’peo le’ and 'supervision' the d:ffercnces
.01 P P

—

were trivial.

* , Retrospectxve satisfactxon

Q

3 As argued in Chapter Five it seemed that récent graduates of a program of
pre-vocational education would be well placed to judge its effectiveness.
n part1cular it was stated that this information would provide a good
,1nd1cat1on of how well the program had actually prepdred young people for
the work which they entered.

7

-
L. el

In Question 21 a series of eight ways in which §uch a program migﬁt
have prepared people for work were listed. Respondents were asked to rate
how well the program had prepared them in each respect. Median ratings on
each aspect could then be calculated. - It*would appear that these ratings
could be of vatue in evaluating particular as%ects of a program. In addition
the items were considered to form a scale of retrospective sgtisfaction with
the program in general. Such a scale was found to have a satisfactory ‘
reliability (alpha = 0.83), and would appear useful in program evaluation
studies.1 The high internal consistency was an indication that former

students who were satisfied with one aspect of tiieir course were also

B -

See Appendix C (Tablé €13) .

o . s th:?é?
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Table 6.5 Mean Scores on Subscal f Job ﬁescrxptien Index for
: Graduates of Courses Leading to an Apprentxceshxg

y .

—
. Apprenticed . Not Apprenticed F ragio -
Standard # .. Standard |
Mean Déviation N Mean | Deviation N
Work 3447 1027 59 2492 ~14.13 24 5.780%%
- - Supervision 37.32 . 9.36 .39 56;58 1301 28 )

. People 40.75 9.70 36  39.05  12.09 21,340
Pay , . 15.83 . .7.86 36 . 15.14 6.9 22 1.748
Promotion -_ 1421 7.28 | 34 10,59 626 22 3.66:

** p < .0l ‘

v : ! H . ' . . \
a';El- .06 o @

‘ -

satisfied with other aspecés of their course. The median ratings on a five
, point response scale (1 = very well, 5 = véry poor) were mostly befween‘two_

and three. . There was a fair spread of responses over the response categories .

available. ‘ ' ' ‘ .

*

y The Teacher Questionnaire

The questiommaire which was prepared for teachers to answer was also based
~upon the general framework of background factors, processes and outcomes.

' In the Teacher Questionnaire some questions more spétific to particular

- programs were asked. Consequently it was necessary to prepare four different . |

versions of the questionnaire. sne for each program under review. The three
forms, A, B, and C which were tried in the office- -training, polytechnical
and chemistry programs respectively differ®d in minor ways from each other.
-Form D, which was to be completed by the teacher respdﬂ%zble for the
carpentry and Joinery programs in each college, was substantially different
from ghe other three forms thoug? it ‘contained some questions common to the

-
others A sample copy has beén included in Appendix B.

The various teacher questionnaires have been given much less extensive
trials and should be regarded very much as pilot instruments. In fact the
only trial was in each of the collegeéfwhere the variqus pre-vocational
pfograms were studied. The total number of teachers responding to all forms

was only 42.
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Background factors L . .

-

Among She background factors about which information was sought from teachers
were some concerned with the background of students and others concerned
with the teachers.

" Student's schoaI bac{grnund In the case of the Office Training, Poly-

technlcal and Chemistry Programs information was obtained from officidl records

~——

\\\,hcugmgggffz admission policies and the qualifications of those who applied

- and those Wl adnit;ed to the course. For the Carpentry and Joiﬁery

" Program thisO;:::f;zzzsﬁ‘ﬁxsuahngigsg by questxonns1re from each of the
colleges (Questions 1°to 4). In studies” Involzlng prograns conducted in a 5,

large numher of colleges, the format used in Carpentry and Joinery wculd seem
the better approach. ' .

In addition to information of this type a question was devised tbrough
. which teachers could indicate the extent to which specific difficulties were
- encountered by students in the course. This was includéd as'Question 3 in
Forms A, B and C, and as Question 8 in Form D. A sample has been included
in Ta@le 6.6. Med1an ratings accorded each of the problem areas could be
taken as an indication of those aspects of students' backgrounds which teachers
perceived as causing the greatest dxffxculty Two otﬁ;r eans of eliciting
information about students' difficulties were tried. One was to ask_teachers
to estimate the percentage of students.for whom each area was & problem.
The other was to invite teachers to nominate the areas{i® which they thought
students' backgrounds were deficient. To complement thjis teachers were asked
in Question 9 to indicate whether certain areas were important for success

in the progggﬁ. o N ‘ N

Teacher's background . In addition to aéking,teachers about their

views of the students' backgrounds, some information was requested of

teachers: their qualifications, work before teaching and teaching experience.
. \

I3

Teaching processes ] ‘

Where possible it would seem desirable to obtain teachers' views of the -
teaching processes involved by using scales which are of a parallel form to
those of the students. Hence a question about working conditions for students
{Question 6) was included in ?orm A, B and C of the Teacher Questionnaire.

In fact it was an eérly version of the question used in the Student Qqestionﬁaire
and did not provide as much informatgﬂa_§§ it might have. A series of iteﬁg qQn
which teachers could rate their own teaching was includfifﬁs Question 7 but

‘+
'

could not be -analyzed es a scale because of the small 383§ke size. This was

/
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Table 6.6 Student Backgzyund Khewleége:"Sampie Jtem

. Listed below are & nuaher of difficulties which some studcnts have when
they bag;n 8 work preparatxon course. Could you

-

(1) 1ndxcate the axtent to which~these were problens for your
: studenis whcn they began this year, and

X
(ii) indicate the percentnge of students for uhom you thought this
? was a problem? .
. ‘Pe:céntags
Extent of Problem Students
nsider- ‘ ¢ . \
: le . * Moderate Slight None .

Problems of reading at 1 2 3 4

a suffzcicntly hxgh . v

level _ o _ . e : . L

T ~"Problems of spelling * 1 . 2 3 4
- and written expression : :

Problems of pexforming 1 2 3 4

natheqatxcal calcul—

ations : .

Problems of verbal - 1 2 3 8 LY
expression ' '

*Problems with manuai 1 2 3 4
’dexterity

\

—~
an early version of the/Teaching Methods and Work Scale from the Student
Questionnaire. A better apprdach would be to use the stem of Question 7
from the Teacher Questionnaire and the scale of items from the Student
Questipnnaire as deified from Question *19., " This would nge ‘the opportunity
to match student and teacher views of teaching proceSSes

In Form D of the Teacher Questionnalre used in the carpentry and joinery
,'prog§am more direct questigfis were asked about specific issues affecting
the teaching processes in that program: principaMy the time spent on the

construction program.

At

Program Gutcomes

In the Teacher Questionnaire an attempt was made to obtain an assessment of

tﬂqﬁteacher’s perspective of issues relevant to the program outcomes.

Priorities. An identical question to that on the Student Questionnaire

which asked about the actual and desired emphases on five general goal§ was

11%1‘2335

1_}1'_
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includpd in the Teacher Questionnaire with minor var%ﬁtiﬁﬁs.in wording and
formdf'(ngstions Al, B1,.Cl and D13). As for the Student Questionnairé
'both‘median ratings ef importance and discrepancy values could be calculated.
An additional question asked teachers to rate 6bjectives specific to the Q\
particular course according to importance, A problem with this question .
would appear to be that where teachers are strongly committed to a program

‘all objectives are rated as very important. -

Immediate outcomes. In Forms A and B of the Teacher Questionnaire the

only information about outcomes sought was an indication of the extent to which
each objective had been achieved. Form C and Form D were directed to programs
whikh were an alternative to part-time sfudy. Accordingly teachers were

asked to yate how wedl full-time students achieved each objective }elative

to part-time students (Form C, Question 2), or the level of attainment of
pre-employment relative to Stage II apprentices in a number of areas (Form

D, Question 7). -In. each c;se the purpose was not simply to obtain an overall
relative rating but identify particular dutcomes of each method of study

to which attention might be given,

. The Questionnaire to Rejected Applicants
T i

A brief questionnaire was designed to obtain basic information from applicants
who were npt successful in ebtaining a place in a pre-vocational course.
The questions are simple and direct and the instrument is self-explanatory.

A copy has been included in Appendix B. *

Aptitude and Achievement Tests

L

Several problems existed in the evaluation of teghnical knowledge and
competence as an immediateloutcome of pre-vocational education. One means
of evaluating immediate outcomes was through teachers'overall ratings of
student performance, as described in the previous section. A second possible
approach was to make use of suitable test material. Unfortunately there
were few established tests of achievement suited to the programs under
review. The development of achievement tests in trade and other occupational
fields should be seen as an importanf priority. An altcrnative source of
test results was to ngF use of those student assessments which formed part
of the programs. These varied in type both between programs and between
Colleges offering the same programs. Some were very clearly based on the
(;oncept of mastery learning and criterion referenced assessment, others were

¥
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not. In one program mastery testing was used for each section of the

program so that a final result was in terms of successful completion only. //

Many of the instruments and strategies discussed in this chapter so far
have been applicable to pre-vocational education in general. The'aSSess:ént
of technical skills and knowledge is clearly an issue specific to particular
prograns."fn the general description of the evaluation framework it was
mentioned that some issues‘were general to pre-vocational education and
others were specific to particular programs. It was argued that the strategy
could be seen as adaptsble in that specific outcomes of particular programs
could be evaluated in addition to general outcomes of pre—vocatioﬁéi education.

For this reason the choice of appropriate measures of student achievement

.would be a matter to be decided in relation to the particular program. It

would seem important that any measure ought to Ye IOgically'related to
the intended outcomes of the program in terms of employment or,fﬁ:tﬁer study. -
We would not advocate the use of general tests of literacy or numeracy, but

rather tests of specific skills and knowledge in the occupational area.

’ v
. In applying the evaluation strategy to the four pragrams'n¢ntioned, a
number of instruments have been tried. Though they would not all be generally

applicable it is worth describing the general features of them.

*The Mechanical Reasoning Test

In the study of the %olytechnical Pre-Vocational Program the ACER Mechanical‘j
Reasoning Test was tried. This test is designed to assess a person's

aptitude for solving probléms which involve mechanical ideas. It is-shor¥;r
and leSs verbal in content than the ACER Mechanical Comprehension Test taking
just 20 min&tes to administer. It“is'not considered suitable for }tudenfs_'
taking technical courses at an advanced level, but wgrld seem to suit

students of some pre-vocational education programs. It has been found to be

a reliable instrument. Its internal consistency as calculated from Kuder-
Richardson Formula 20 coefficients has been found to be about 0.8, aﬁa a
coefficient of étahility (test-retest) of 0.73 has been reported (ACER, 1979).

In addition a revised edition with 1977 norms has been released.
R Y .

The Mechanical Reasoning Test was administered to students in the
Polytechnical—¥rogram. It was ponside;ed that such a test suited the geheral
technical goals of that course. Of course it could also suit many mono-
technical programs. Its potential value in such a program is twofold.
Firstly, as a test of aptitude of apprentjceship training it could be

considered as a measure of an outcome of a program designed to improve the

120
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aptitude of stué;::; for apprenticeship. Secondly, it would provide valuable
information of the éptitude of students entering pre-vocational programs. Since
it i; more closely related to the skills involved in these programs it would be -
of greater value than general school achievement measures or general ability
measures. In the 1978 trial application of qﬁe evaluation strategy it was
administered towards the end of the year as an outcome measufe. Other
circumstances would permit its use as a pre- and post-test instrument and

enable ‘éain scores' or ,'residuals of a regression analysis' to be used as

-

the outcome messure. The latter appears to us to be a more useful procedure.

Eighty—five students of ére-voéational education completed the Mechanical
Reasoning Test in 1978. The internal consistency (KR20) was found to be ‘
0.81 which suggests that it is a reliable test amongst. this group of students.

-+ It was also possihlé to correlate scores on this test-with the other
as;essments made of students' performance by teachers as part of the normal
program. Correlation coefficients have been recorded in,Table 6.7. It can
be seen that the'achievgment measures which correlated most sfrongly with

- Mechanical Reasoning were those involving Trade Practice and those which
were least strongly correlated with it were those involving more general or
academic subjects. This can be interpreted as evidence that the test was
measuring mechanical aptitude. It should'be noted that the correlation
coefficients between the Trade Préctice assessments and the Mechanical
Reasoning were only moderate. Gieariy, aspects of a student's ability other
than mechanical aptitude would influence the skill they showed in the . Trade

PractiCe.\ -

Chemistry attainment test

For examining thé outcomes of the.certificate course ih chemistry use was
made of results obtained by Fraser and Catts (1978) from a test developed

by Fraser (19?8).1 This test was designed to tesf the basic chemical
knowledge and skills possessed by students entering the chemistry certificate
program. Students had been tested on entry to the program and at the
conclusion of Stage II. All full-time and part-time students were tested.
For full-time students this occurred at the end of one year while for part-
time students this stage was reached after two years. As the relative merit
of part-time and full-time study was an imparfant issue in this program,

this information was extjfmely valuable.

.

The full report by Fraser (1978) provides an example of the application
of test development procedures.
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. Table 6.7 Correlations between Assessment Results and Mechanical
Reasoning Test for Pre- Vocauonsl [Pclyteclmlcal)
Students 1978 . )

-
L

bemm. Human Trade Trade Trade Trade Trade Mech,
. Skills Rela., Prac, Drwg Science Prac. C(alcs Reasoning

(4) (4) (4) ()~ (8)
VoA
Comm. Skills - : 48 320 25 36 23 27 34
Human Rela. 31 23 46 39 32 24
Trade Prac. (4) 12 32 35 27 43,
Trade Drwg (4) ¥ o 37 37 28 34
Trade Sci. (4) 29 46 29
Trade Prac. (5)° ' | a8 58
;zﬁ Trade Calcs(5) ' , 44

& Denotes Module 4
:+ b Denotes Module 5§

" Note: Decimal points have been omitted.

3 ,
The Chemistry Attainnent Test had been carefully constructed [and

validated. Its ‘reliability was high (KR20 coefficient = 0.80) and its
vahdn} seemed good. The test had been revised after item analyses based

on c13551cal test theory.

For our study the New South Wales Department of Technical and Further
Education made available the results of this test in 1978. Use was made of
the results obtained by full-time students and the results obtained by part-

time students in the same colleges as the full-time students. .

Carpentry and joinery

In the case of the program in the field of carpentry and joinery standard
tests were not used in all the colleges offering the ‘program. However, the
School of Building in New South Wales had developed a series of tést items
to be used in isgstgucting topic tests in each &f the topics making up the
program. With the help of a member of the curriculum section of the New
‘South Wales Department of Technical and Further Education it was possible
fto‘cbﬁstruct a test of knowledge of carpentry and joinery. The test was

.vaénned so that it could be completed in one and a half hours. Items were .
chosen from a grid drawn up to enssire that the test represented all topics
and skill areas in appropriate proportions. The grid has been shown in

Table 6.8.

Q ‘ 12152359 .




‘Table 6.8 Construction of the Carpentry and Joinery Achievement Test

N

L _ skill |
- Topic , , . ¥nowledge Drawing Calculation Total ¢
Cladding . 1 , 1 2
Roofing 1 1 2 5 -
: A
Hip and valley roofs - ' 1 1 2 b
Joinery, windows and doors _ 1 i « \ 1t
' Steps, stairs and arches 1 ' 1 2
4 a3 szety‘ 2 2
Special joinery and fixing 2 2 .-
Materials 2 | : 2
s, Total | - 10 3 2 15 :
P ;

. Because the test was constructed quxckly it has not been valldated or
eftens1vely tried. In the present study it was administered at the end of .
1978 to pre-employment students and Stage 11 apprentices in the carpentry

and joinery field. 1In this way it was possible te compare the achievement -

bf the two gjfups of students. '

Qther achievement data

In addition to these tests use was made of the results of the various

assessment procedures used as part of the various programs. Such information

is often overlooked, but is an impertant part of program evaluation. In
—the office training the assessment was made in relation to clearly specified

criteria and was therefore extremely useful in evaluating that program.
. . & -

A Summary of the Instruments

In this chapter a Student Questionnaire, a Teacher Questionnaire, a Career
Questionnaire and several tests have been described. Throughout the
description of these instruments attention has been given to the information
they were inteﬁdedrjo provide about each element in the framework. To
summarize much of the detail three tables have been presented. In Table -

6.9, the data sought about background factors have been summarized.
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Table 6.5 A Sxmry of Data Sought about Background Factors in {
re-Vocational Education
- : _ Student Teacher
Element #  Questionnaire Questionnaire Other

Student Motivation A sQi1 CTQ J
Career Plans .

{(8) Specificity SQS5, 24-27 ¢

(b} Job choice 8Q23
School Background - _ ' .

{a8) Attainment SQ2 '

{b) Achievement TQ/Dl-4 Records

(c) School type 5Q3 )

(d) Experience ‘ . 5Q6-8
{' (e) Reasons for leaving school SQ9 :

(f) Pre-requisite 3p§§§s TQ/ABC3, 08
Home and Secisl Background

(a) Socio-economic status 8Q35

(b) Other fagily occupations SQ36-40

{¢) Ethnic background SQ31-34

(3) Peer activities & sqio
Teacher Characteristics'

(a) Work experience Q9

(b) Education training TQ10
Employment. Opportunities Dep&rtment

. ' of

Employment
Records

N L}
Table 6.10 contains’a similar summary in relation to teaching processes, and
Table 6.11 sets out the way in which information about program outcomes could

be sought.
| ¢

Administration and Sampling

~

"The Student Questionnaire amd tests

A significant problem for the collection of data by means of questionnaire
from students in post-secondary education is that of attrition. If data is
collected from students during the year then it will be biased because some
students may have'already withdrawn. It seems probable that those students

who withdraw from the course would differ in some respects, such as their

o 13
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" Table 6.10 A Summary of Data Sought About TeachingAProcesses in

Pre-Vocational Education

N
< .. Student - Teacher
Element Questionnaire Questionnaire Other ’

~ Working Conditions Q20 TQ6 D -
' Teaching Methods / sqQ1s Q7 v
 Practical Esphasis SQ18 f - Q-

Tatesfaction SQ17,12,\13,22 - -

Difflculties sQ21 TQS |

f

satisfaction with the course, from théig peers who continue. It seems that
sttrition rates vary considerably between courses and that in some areas of
Technical and Further Education they are considered to be a problem (Brougham,
1978). Even though, attrition in pre-vocationsl programs did not seem to be
large it must be acknowledged as a problem for the collection ef data. In
another publication attrition rates in some pre-vocatxonal programs have been
reported. At this stage it is sufficient to note-that most stidents who left
these programs in 1978 did so to take a job. This observation not only suggests
that the term 'dropping out' is an inappropriate description of stiudent With-
drawal, but also that the chafg%teristics of those who withdraw may not-be

markedly different from those who continue.

- +

~ The consequence of significant attfi!gz; rates is that some data should
be collected from studdnts on entry to a program. Ip partxcular data which
are concerned with background factors Shculd be collected on entry together
with any aptitude measures related to outcomes. An additional reason for
collecting these data at the point of entry to the program is that students
mky not be able to recall accurately their reasons for starting a course,
or for leaving secondary séhopl, etc., by the middle of the year. It would
seem likely that students yould express their reasons for enrolling in a

way which rationalized that to which they were now committed.

Similarly it follows that data concerned with processes should be
gathered during the year, after students have experience of the program, but
before outcomes are assessed. Outcomes, of course, would be measured at the
end of the year. Thesé\considerations\imply a data .gathering strategy in
three stages. : " SRR ) '

/

/
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. Table 6.11 A Summary of Data Sought About Qutcomes of
| Pre-Vocational Education

. . Student Teacher Career
Element Questionnaire Questionnaire Questionnaire Other

Priorities B SQ14. TQ/ABC1,D13 .

Immediate Outcomes -

(a) Personal Development: ¢
* Self-Esteem S.E.1.%(B2)
(b) Personal Developament:
Occupational Choic SQ28
{c) Attitudes: ' ,
Career Maturity C.M.I.
{d) Attitudes: ‘ . ‘
' Self-Development SQB1-15
(e) Technical Competence’ TQC2,TQ7 - - Tests

TQ/ABC2
b

Longer Term Outcomes k
{a) Employment -
Characteristics €Q2-5,12,15
(b) Job Stability , .ocqQr-11 *
(e} Job Satisfaction . ' JDIC
(d)} Retrospective ' '
© Satisfaction - €Qz21
(e) Success in Further o .
Study ' ‘  Records. -

T

Coopersmith Self-Esteem Inventory.
Career Maturity Inventory: Attitude Scale. o~
Job Description Index.

Tests used for each program have been described in the text.

In the present study all the data’ from studemnts were collected at the one
time., Because of the time at which the project commenced it was not possible
to gather data from students before September. This was satisfactory for trial
purposes but we acknowledgé the twin sources of bias in the results, obtained:

attrition and rationalization of perceptions.

In the trial of the Student Questionnaire we were concerned with students
in a limited number of colleges. In all the progrzgs, except carpentry and
joinery, we were able to administer the Student Questionnaire to all the
students in the course at the time. Hence the question of sample design was. {

only relevant to the carpentry and joinery program. For that program the h
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‘for an attribute.

.

Studens Questionnsire was administered to a sample of students chosen by a
two stage sampling prccess. The tun stages ue{e

1 a2 random- sample of colleges offering the program, stratified so that
-equal numbers of metropolitan and non-metropélitan ¢ollages were
chosen, and . o \

2 all the students of the pre-apprenticeship.carpentry and joinery program
in the colleges” sampled. b

This very simple design was followed Because all colleges had .the same
number of ¢ ntry and joinery students and that number was small (16).

~

In more &Xtensive studies of prograns-ccnducted in a number of colleges .
more attention would need to be given to éampling. Sampling would be

important when enrolments were so large as to make the administration of a
questionnaire too costly. One approach which has been described by Ross‘

(1976) is a two stage sampling design in which the two stages are:

1 & sample of collegesgéhcsen with a probability propprtional to the
number .of students in the ﬁrograﬁ under review in th

college, and

2 a sample of students (about 20) of the same sfze drawn from each

sampled college.

Ross (1976) has shown how the sampling errors involved in such a design

can be calculated from estimates of the intra-class correlation coefficients

y

In the present study two methods pf administration of the Student

Questionnaire were used. For two programs a Research Assistant was employed

for this drpose while in the other two the questionnsires were administered
by college staff. Eveh though the latter was less expensxve the use of =a

Research Ass1stant proved a far more rellable means of obtaining the data.

The Teacher Questionnaire

?
As part of the approach to evaluation the Teacher Questionnaires described

previously were developed. In three of the programs the Teacher Questionnaires
were intended to be completed by all the teachers connected with the program,
while in the fourth it was designed for the teacher in.charge of the program
because of the small numbers in each college. Several methods of admini-
stration were tried. At some colleges it was handed to each tedcher aféer

an interview for completion, sealing in an envelope and handing to the program

co-ordinator. At other colleges it was handed to cach teacher at the college
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with a stamped addressed envelope for direct posting to the researchers.

¥Finally, at a few colleges it was posted to teachers at the college for reply
post to the researchers. The first two methods were successful.’ %he last
Nas only successful for the questionnaires directed to the teacher in charge
of the program. Lack of personal contact between the researchers and other
staff seemed to reduce the proportion of questionnaires returned.

The Carger Questionnaire

The purpose and structure of the Career Questionnaire have already been

described. It was administered ss a mail survey to samples of students from

three pre-vocational programs. In each case the Queétionnaire was posted to

home addresses and reminder procedures were instituted if a reply had not

been received after two weeks. In total, three reminders were sent, the

second being accompanied by an additional copy of the questionmaire, Care .\

was taken in the remindef letters to emphasize the need to obtain a reply

wiﬁhouf‘being'tou aggressive. The response rate obtained, from an admittedly

small sample, “suggests that it is possible to‘obtain,informatioﬁiin this way,.
 Regponse rates have been shown in Table 6.12. ' “z

For graduates of the foice-Training Prné;am in Queenslard, questionnaires
were sent to all students from 1977 for whom addresses were known. In the
case of the Polytechnical Program, questiénnaires were sent ;o & sample of
half the students from 1977 as the other half were‘}lready involved‘in ]
separate study. A simple random sample of fifty former carpentry and joinery

students was drawn for study in that course. As a consequence, approximately

equal numbers of former students from each of the three programs were.approached.

- The assessment of intermediate outcomes, and of enduring outcomes, raises
* the issue of whether longitudinal studies or cohort studies provide the bpst
means of obtaining data. Longitudinal studies involve following one group of
students through their course and career with a series of regular data -
collections. Cohort studies involve the study of different groups of students
and former studeﬁts with the assumption that little variation in the
characteristics of each intake has occurred. The choice involves balancing
costs and benefits. Cohort studies are both cheaper and ﬁrovide more
immediate results, but are based on the dubious assumption of stable entry
characterist{cs. Longitudinal studies are generally more sound but do not
provide immediate results and are expensive. It séemed that the character-

istics of entrants to pre-vocational education did fluctuate each year so that ;\

4
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Table 6.12 Response*Rates to the Career Questionnaire
ki
Office ' Carpentry
i Training:  Polytechnical  § Joinery  Total
7 ) : -
Questionnaires despatched 58 56 . S0 - 164
Questionnaires complE{ed : 4
and returned 49 52 - '35 136
' ?Ercentage response. .85 . .. 93 : 70 83

" longitudinalf studies would be pfeferable However, in the pfesent study
which was of one year's duration, it was only possible to use ceherts,
supplemented by a little inforlatlan obtained about those students in the

" previous year. S

It seems likely that concern about the privacy of data will grow over

the next few years. A procedure which was evolved with the New South Wales
Department of Technical anﬁ Further Education provided one means of
Tespecting privacy but obtaining information. As part of that procedure
names and addresses of former stullents were not sought by ACER. Rather ACER
provided departmental officials with a set of“guidelineé for selecting a ‘
sample of ex-studénts and qﬁestionﬁaires to be sent to those people. The '
questionnaires, which had a code number on them, were sent to the respondents
with a stamped addressed envelope for reply ‘direct to ACER. When it was

time for reminders to be posted ACER provided a list of code numbers not
returned and reminder letters to be posted by departmental officials. The
procedure was a lxttle more time consuming than a direct mailing but it
ensured that personal information could not be linked to individuals because

the names and the information were held in separate locations.

A time sequence -

-

In the prev;ous sect1on it was suggested that longltudznal studies were
more appropriate for pre- -vocational education than cohort studies. On this

assumption a time sequence for the collection of data has been suggested.

1 At entry to the program information related to background factors

should be collected together with appropriate aptitude measures.

2 At the middle of th§ program-information about teaching processes and

student reactions should be collected.
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3 At the end of the‘brograntstadent outcomes should be assessed where
' pessxble in relatxon td the aptztude on dn;ry

4 After one year out of the course, 1n£ornat10n related to 1nternedxate
s outcomes should be ohtained. =~ .

5 After former students have been_z:%y from the program for givé tozﬂégff

o years-ﬁnne assessment should be Made of the enduring effects of the

program,

It shnuld be euph351zed that whlle such a research pro;ect would last
& considerable time, valuable 1nformation would become available after each
stage in the sequence. Of course it would be possible to translate such s

thc sequenﬁe fon a 10ng1td&1nal study into a series of cohort studies with

some Iess of 1nfornation. ’ . ‘ ] . P
) : + In_ Summary T '

In thls chapter a nusber of possxble means of obtaining information about

.

. prograns of- pre—vacat1onal educat1on have been—Jescribed. Chsracter15t1cs,

- such _as the reliabzlzty and val1d1ty, of a numbe of scales and “instruments
have been 1nvestxgated and r¢yorted Yet we have not attempted tobe o ’i
pnescr1pt1ve in our recommendatxons The technxques we have tr1ed have

( heen offeved as but a few of a number of possible approaches to gathering data,

. . & few seemed to be. 1napproprlate, others needed further modification, yet

N ‘"the majority of those 1nstrumgnts we tried seemed to provide some reliable

and valuable infqrmation. The important aspect of this chapter is that.

%iAatteqpts to show how'apprapriaté methods of gathering data can be

“related to the major elements of an evaluation framework. It represents
£

¢ . . .
the culmination of a process which began with a consideration of the
rationale for pre-vocational education and‘praceeded through a definition of

. I . ¢ :
important elements of an evaluative frawework for pre-vocational education. .
t
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- &

- In developxng a strategy for the evaluation of pre-vccatxonal education
prograns & start was made by examining the main aspects ¢f its rationale and
- the key features of four programs in this field. The results of this, examina-
tion enabled geheral'approaches to educational evaluation to be incorporated
in an. evaluation framework for pre-vocational education. Subsequently it was
‘possible to identify the data which needed to be collected about each elenent
.’of the framework and to suggest 1nstruments which might be used for thxs

- purpose.

_i Descrlptlve data which could be obtaxned by means of thn 1nstrunents

"~ described in Chapter Six were considered valuable 1n¢provzdzng eV1dence about
the way aqlb program functioned. Of itself this eV1dence helped pcrtray the
program in operatlon E%d could thereby enable betcer informed de¢isions to be
‘taken about its continuation. The value of accurate data obtsined in this

way is thus both historical and formative. Such data provide a record of

*.  the program and aids decxsxon making. Coes ) ‘

‘ When outlxnxng the model of evaluat:on developed by Stake (1967) it was
meﬁtxoned that evalugtion involved ‘both description and judgment. Descriptxon
was taken to include rather broader activities than simply collect1ng
1nformat10n about @ program. Three components of the descrzptxve phase of
evaluatxon were identifiedy congruence, logxcal contxngency,\and empirical
contingency. Congruence meant the extent to which 1ntent10ns matched

C observations, and has been discussed as part of Chapter Six.-: Logical
contingency referred to the extent to which it was reasonable to expect the
_ intended outcomes to follow from the intended teaching 5}ocesses, given the

. background factors which were presumed. This aspect of the evaluation was
discussed as part of the rationale in Chapter Two. Empirical contingency
referred to the relatiénships between the gctual od%comes and the other elements
of the framework. It is this aspect of the evaluation of pre-vocational

education. to which a large part of this chapter will be devoted.

L Judgment was taken to 1nvolve comparing the program with a set of ~
\ standards. Appropriate standards could either be an alternative program or an

~ideal set of criteria approprlate to the program under review. The latter
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part of this chapter considers some of the issues involved in roaching
Judgments about a program.

_ Describing Contingencies

In the previous chapters some variasbles relevant to/the evalustion of pre-~

. vocational education were identified and defined. 1In brief there were three

blocks of variables: background factors, teachzng processes a&nd program
outcomes. These three blocks of variables could be termed antecedents,
wediators and criteria. respectively. It will be recalled that both in-adiate
snd intermediate program outcomes were defined. For the present discussion
attention will be confined to the immediste outcomes. *

To gafher appfopriste data to evaluate the rela 'onships between these

aspects of a program it would be necessary to undert ke a - Iongztudlnal study, '

Such a longitudxnal study would neod .to involve students who experienced a
range of different teaching processes. Probably a sample for such a study -
would need to be drawn from institutions providing different forms of pre-
vocational education in the same field. Given that pre-vocational education
is now expanding beyond & few pilot programs this will become p0551h1e
However. it should be remembered that the prescrzbed curricula for any‘~¢/j
progran are fairly uniform across colleges.

it has been‘argued that progrdms of pre-vocationsl education involve
muitiple criteria and multiple predictors. There are several -forms of analysis
appropriate to such a situation. Even though we-did not collect the long-
itudinal data nqgfssary we have outlxned one method of analysis which seemed
to suit such a stydy. An appropriate form of analys1s would therefore need to
consxder relations within each set of variables as well as relxtions between
sets of variables. Under these circumstances canonical varxate analysis
would bé an appropriate technique (Parlington et al., 1873). A computer
program, CANON, developed by Cooley and Lohnes (1971) could be used to perform

" such an analyszs

In canonical variate analysis the first dMnonical correlation is the
largest that can be ‘found between a weighted composite of one set of variables
and a weighted composite of the second. The composites’ are the first pair
of canonical variates. The" second canonical correlation is the next highest
correlation between analogous composites which are not correlated with the
first. Each successive pair of canonical variates can be tested for

significance. The number of significant canonical variates indicates the
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nu-bcr of different ways in uhzch the two sets are ralated. Esch canonical .
,_variate can interpreted by ncans of the struqxure coefficients, which are
_ 2 the correlations between the derived c;nonxcal variates and the original
‘ ’H/ variables (Tatsuoka, 1973). Noreover the strangth‘of t he association is
described by the canonical correlation coefficient s

the redundancy, or

overlap between sets, can Be obtained. ' <

The framework for the analyszs of pre-vocatxonal education proposed three
sets of variables rather than two. Keeves {1974) used canonigal variste ‘
,anxlysxs in a similar study 1nvolv1ng antecedent, medistor amd criterion
varixhles. Two csnohicalsinslyses were performed. The first involved the
crltarxan variables as one set and 8 combination of nedxator and antecedent
variables as the other set. The second analysis involved the mediator
variables as one set and the antecedent variables as the other. From thesg—"
analyses it was possible to determine the nature and the msgnitude of the o
. relationships between and within each set of variables. In fact Keevessused . -
the results of these apalyses to estimate the strength of rélation;hips in a -
. path diagranm. . - ‘
At the simplest level the possible relations between the three blocks of - ‘
varisbles involved in the framework for pre-vocational education have been |
shown in Figure 7.1. It should be emphasized that such an approach implies
a summative assessment in that no account is taken of the recursive effects
; of outcomes on processes, Or even background'factors such as motivation,

In the previous two chapterseeéch of these three blocks of variables
has been described together with methods of obtaining data. More variables
» were included in those descriptions than would be appropriste in a ganonical
viriate analysis. The purpose previously defined was thaf'oé providing d
full description of the program. For examining yelationships between elements
greater parsimony would be required. This is particularly true of the block
labelled background factoré. Table 7.1 contains a list of possible variables

which could be included in a canonical variate analysis intended to reveal

Teaching

-~ ' Processes\

Background > Outcomes ¥ ‘
4
Factors

Figure 7.1  Simple Path Diagram: Pre-Vocational Education
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‘Table 7.1 Varisbles for Inclusion %n a Canonical Variate igalysxs
ot Pre-VacatzonaI Education

Block . Variable L\S\\u/ Comments

4

1 Background 1.1 Job Motivation® Obtaégsé by rating of item 1 SQil.
Factors }

* : -

1.2 Intrinsic Mativqtiona " Obtained by rating of item 5 SQll.

Aptitude Obtained by a test sucg as ACER
' ‘ Mechanical Reasoning, '

~?*‘F ' 1.3 Socio-economic ' Obtained from father's occupation.
: -Status ' '
1.4 School Background Obtained from records at school
1.5 Career Specificity Obtained by answer to SQS.
2 Teaching 2.1 Working Conditions Obtained from the score on the
Processes® , ' wWorking Conditions scale
. . | contained in §Q20.
2.2 Teaching Methods Obtained from the score on the
scale contained in SQi9.d
2.3 Satisfaction Obtained from the complaints
scale from the Regional Colleges
J L Study (SQ17). -
3 Qutcomes 3.1 Technical Competence: Obtained- from teaéher ratings
General based on categories listed in
© O TQD7.
S
3.2 Technical Competence: Obtained from a test such as the
Speciﬁic ; Chemistry Attainment qut (Fraser,
1978).

3.3 Personal Devglopment: Obtained from the Coopersaith
Self-Esteem Self-Esteem Inventory.

3.4 Personzl Developmenté Obtained from the occupational
Occupational Choice futures instrument (SQ28).

3.5 Attitudes to Work Obtained from the Attitude Scale
of the Career Maturity Inventory,
or from another suitable scale.8

Several other means could be used to obtain measures on these two variables.
One would be based upon factor scores obtained from a factor analysis of
responses to SQll. Another could involve use of an established intrinsic
motivation scale, ' :

This test would only be suitable for some occupational fields.

In states wherc a moderated assessment is given in Year 10 it would be
possible to use those assessments.

11}
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It should be nated that this scale was -nd1f1ed af!br.the trxal by delet1ng .
‘two items. _ s
It should be noted‘that the practical emphasis scale SQIS vas consldered
to be not sufficiently reliable. | \ P

Either of these two ‘variables could be 1nc1uded depending on the focus of : :
the progran 4 would not in general be necessary to ‘include both. .

£ o1t shculd be noted that the CMI attitude scale is a lengthy instrument
‘whose factor structure we were not able to confirm. Shorter scales
could be more appropriate.
the contingencies between elements. Those included are the variables we
considered to be most relevant in the light of the rationale for pre-vocational
educatioh. Other studies might make use of different variables and different
1nstrunents for abtaxn;ng data. However, the outline does provide a basis

for such modxfxcatxons _ - ' o : | : : .

Based on this outline the appropriate'canonical‘variate analys;s could
involve studying first the relatzons between the set of variables in block
three and the combined set of block two and block one variables, and ‘ ~
second, the relations between block two and block one variables. From such
analyses it would be possxble to determine the underiﬂzag reXatxans within

"

anﬁ between these hlocks of varxables

Judgment . , .

fhe second aspect of program evaluation in the-approach suggested by Stake
(1567) was that aof judgment against a set of standards. It is important to
that judgment was considered to involve the elements described by Stake
as antecedent;, transactions and outcomes. In practice most evajuation
studies have involved judgment of progkam outcomes, and often only one outcome.
The discussion which follows has been heavily biased towards the judgment
of outcomes because/it sééﬁed to.be of most interest to Technical and Further
Educaticn authorities. However, the considerations outlined would be equally

_sal1ent to the judgment af teaching processes, or transactions.

As previously mentioned standards for judgment might either be a set of
criteria previously established or an alternative program. These two
approaches cbuld be considered analogous to,thevtechniques of criterion f
references and norm referenced assessment. In program evaluation two types -
of criteria co®ld be envisaged: criteria for individual participants and

criteria for the program. Indeed in some senses the latter represent an

i
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aggregation of the former. For exaiple, in an office frnining program it

would be possible to define acceptable typing speeds as & criterion of
1ndxvxdual success.. ‘A criterion for program success would then be a definad
pcrcentage of students ‘succeedin on this task. Similarly, for a pre-
apprenticeship progral in mechanilal engineering it might be possible to
define skills whxch should be acquired at the conclusion of the course by
individuals,. xnd set a criterion fo} program success in terss of the percentage
who should succeed in tho§c terms. At a more general level, gaining - '
employment in the field of training could be considered individual success and

IE

- a defined proportion of graduates so employed ta.ken to \‘ndic‘ate fzrogrn success. .
] L9

Such an appraach is feasxble for a Ilnxted range of program outcomes,

“and is often used ‘for that purpese in either & formal or informsl way. We

see three main problcns in atteuptxng ‘to apply it more broadly in pre-
vocstzonal education. The first is that it is difficult to set levels of

attainment for many important goals of pra-vocatxonag1educatihp Attitudinal

goals rov:de an obvious exsmple where such a procedure would be diffxcult
but thede are also goals related to knowledge and skills in which it might
be intended to provide an introduction rather than to develop mastery of a
skill. The second mdin problem concerns the setting af appraprxate levels
for program success in terms of the proportion of students mastering an —_—

objective or goal. It would appear to be arh;trary to define such criteria -

as a propSrtion of graduates to gain employment. The third néin problem is
that 8 statement of program success in terms of such criteria fails to provide
sone Very important information in plnnn1ng pre- vocatxonal educat1on. the

Qaﬂ‘géglbutzon of the program to the attainment of goals. In planning pre-

iﬁl&ffifent forms of program in a given field.

N

voci§tional education it is important to know the relative. effectiveness of

These difficulties apply to the broad application of criteria for program
evalustion rather than to ci};erion referented assessment of individuals.
For some intended outcomes the percentage of students ag&&sving a specified
criterion would be a ‘useful index of success. However, it seems better to
use that in comparxson thh another group than to attempt to define an

arbitrary percentage of students achieving success as a criterion.

In evaluating the effectiveness of a program of pre-vocational education
it would often be necessary to empldy less rigorous techniques than would
be accepted in experimental research., As a consequence of employing such research
designs it is often necessary to acknoWledge the 'threats to internal and

external validity' which are involved {(Campbell and St¥nley, 1963). A series
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of monographs developed by the United States Office of Education discusses
methodological issues associated with the evalustion of outcomes of educa-
tional programs (Horst, Tallmadge, and Hood 19?5) In that series an
approach ta.the selsction of an approprzate model for the collection and
analysis of data in the evaluat1an of program outcomes has been provxded

The approach was concerned wxﬂh comparing the program under review with
either an alternative program or & set of norms. In outlining their approach
the authors set out a seven-step decision tree culnipating in five evaluation

models as follows.

1 Where it was not feéasible to employ a comparison group the norm
referenced model was suggested. 4
2 Where there was a comparison group to which individuals were assigned

at random, and where treatment and comparison groups could be matched

on pre-test scores a post-test comparison of matched groups was

}gested. .

3 Where groups equivalent on relevant variables, rather than individuals,

were assigmed to each program, or where individually assigned pupils

could noE be matched covariance analysis was suggested.

T4 Where individuals were assigned to different programs according to

need determined by a test score ® spgciél regression model would be

appropriate. ¥

: ¢
5 Wwhere individuals were assigned to & program such that the comparison

group had superior pre-test score a general regression model would be

appropriate.

* A suybsequent publication in the series (Tallmadge and Wood, 1976)

described a more simple classification of three categories: a control group

© category, a regressieﬂ category and a norm referenced category. The control

group category was considered tRe most rigorous but as noted it depended on

‘the existence of an appropriate control. This category appeared to embrace

the second and third models above depending. on whether students were randomly
assigned ,to groups, or whether each group was similar on relevant variables.
The next most rigorous category was that where the analysis could‘be based .
on regression to allow statistically for the effects ofinitial differences
between the groups. This category émbraces the- fourth and fifth models
above. Finally, the least rigorous category of methods was the norm
referenced approach corresponding to the first model listed above. It was
acknowledged that for many evaluation studies only this model would be

possible, .
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It is not possible to treat in detail each of the models ﬁrdposed by Horst,
Tallmadge and Wood (1975) and Tallmadge and Wood (1976) in this report.
Rather we héve chosen to refer readers to.the original publications, the
companion volume which is concerned with validating achievement jains
(Tallmadge and Horst, 1976), and the accompanying series of guide books. - .
It is worth enphasi@ing that this approach to evaluation offers.a valuable
recognition that an appropriate evaluation design depends heavily on the’

circumstances in which a program operates.

In pre-vocational gducation several comgparison groups could be considered
appropriate: aEB}entices, young workers, senior school_students,'and
unemployed. youth. An evaluation concerned with the relative effectiveness

of pre-apprenticeship and direct entry tovépprenticeship might use apprentices

" for comparison. If the main condq:g was with the general preparation for work,

comparison with a group of young workers who had not experienced pre- '
vocational, education would be more appropriate. In a study concerned with
pre-vocational education as an alternative to secondary school, senior school
students would be a more appropriate group for comparison. Finally, for a

study concerned with alleviating the effects of unemployment a comparison »
group of unemployed youth would be more appropriate. In any of the cases it

would be necesséry to use one of the 'regression models' for analysis as the ,
conditions for the' 'control group godels' would not apply: therg would be

no random assignment and there would be probably substantial initial differéﬁces,

on relevant variables.

As part of the development the -strategy for evaluation in pre-vocational
education some data were collectg. In general the norm referenced model

was used to guide its collection and analysis. This was because the deve lopment
work had such a necessarily broad focus that it was not possible $e-define
a simple group for comparison. It was possible to make some comparative ~
analyses in the Ease‘of the pre-apprenticeship program in carpentry and joinery
and the chemistry certificate program, but these were limited and peripheral

to the study.

Multiple Criteria

Procedures for collecting and analyzing data about program outcomes generally
apply to single outcomes, or a series of outcomes treated separately. his
comment would apply to the procedure described in the previous section, In
previous chapters of this report it has been argued that programs of pre-

vocational education have several intended outcomes and ought not to be

. A : .
138 1*5 )

L



judged on the basis of & single outcome. Any evalustion of such'programs
needs to consxder.yarzous cutcomes, and assign relative priorities to each.
One approach. uagfa be to report the results obtained for each intended
outcome separately. Those concerned with policy formulation could then take
into account the relative importance of each outcome when taking dec1S1ons.
A wéaknesg of such an approach is that while reliable data niéht pe provided
about the achievement of outcomes, the assessment of priorities is made
without any information for guidance. As a result the basis for deciding

priorities may not be explicitly stated. In the discussion which follows

a procedure is offered which would enable priorities’to be included in an

evaluation in a more formal manner.
13

-

In Chapter Four an approach advocated by Edwards, Guttentag and Snapper
(1977) was briefly mentioned. That approach involved a consideration of the
todds', or probability that goals were achieved, and the 'stakes', or the
priorities attached to the achievement of those goals. Assigning numerical
values to indicate the priorities attached to the goalé was recognized as
difficult. Edwards, Guttentag and Snapper mention the alternatives as beiﬁg
in a 'face to face' group or allowing individuals to 1list their own priorities
for later combination. They note the concomitant benefits of the social
process in a face to face group and cite an examplé of how that process was .
applied in a particular evaluation study. An important feature of this
approach was the recognition that different groups of participants may assign
different priorities to goals. Consensus was not necessarily a goal. Rather,
divergent values could be used to show how the same data would lead to
different judgments depending on the values assigned. They conclude that

this leads to rich evaluation information.

In the present study an attempt was made to determine priorities by
means of questionnaire. Though useful information was obtained, this
proéédure suffered because of the tendency of respondents to indicate several
goals as being very important. A future development would be to use the
questionnaire method first and td use the data obtained as a basis of
discussion in groups to achieve greater discrimination between highly
valued goals. Notwithstanding this problem, ghe procedure adopted allowed

the views of a large number of participants to be considered.

As a measure of the attainment of goals, Edwards, Guttentag and Snapper
suggested an approach based on probabilities that goals were attained. In
fact they recommended a Bayesian approach, though it was recognized that
alternat ive methods could be used to derive the same information. Such an

P

139 1:'6‘



' tpproa.ph suppesés'thut goal achievement can be measured dichotcaously, and '
the proportion of clients schieving each goal can be determined. ~While this
approach could suit many evaluation studies it does not sesem universally
applicable. In many programs it would be nacessary to consider the. extent
‘to which a goal was achieved. Consistent with previcus comments in this
report we believe many of the goals of pre-vocational education should be
assessed on a continuous rather than a dichotomous scale,

It was noted in Lhapter Foﬁr that writers such as Carver [(1978). have
‘cautioned against the use of probabilities arising from significance test
as an indication of the extent to which a goal was achieved. In that chapter
the arguments of Cronbach [lﬁ?S} and others that the size of each effasct
should be reported were seen as approprista to studies of pre-vocational
educatxon. Effect size was braadly defined as the difference betwecn two
measures of the one variable expressed in standard deviation units. It would
seem useful to include measures of effect size within the general approach
outlined by Edwards, Guttentag, and Snapper. v

For programs of-pre—vocational education such an adaptation would
seem to be of great value. The use of effect sizel‘measpred in standard.
deviation units would provide that the extent of achievement of each goal
was assessed on & common scale. . Such measures could be combined with
priority values to give sn overall goal achievement index. It sheuld be
noted that to obtain da:a for such a procedure would require either the
control group nodel or the regression model described previously. Note has
already been made that these models are not always possxblg in evaluation.
If the norm referenced model wds used it would be possible to refer to
standard deviations sbove a norm in applying the approach, but any conclusions

drain would be more tenuous.
Consider an illustration of how such an approach might be applied. Some

fictitious data have been provided in Table 7.2. Those data refer to two
imaginary programs of pre-vocational education in the same field. Suppose

that one is a heavily theoretical program conducted in college, and that

—h

The use of effect size has been discussed by Glass (1976).
X, -X
t ¢

It can be definedﬂgs E =

where i; * mean score for treatment group
-

X. = mean score for control group
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S = standard deviation
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Table 7.2 An Hypothetical Exsmple ‘0f The Decision Oriented.
Approach to Evaluation : .
Goal - ' Priority Program A __Program B
Effect Utility ~ Effect Utility
] Sice Size
7
Technical knowledge® 60 60 0.5 30
 Technical skilt® . g0 s 9 1.0 80
Attitudes to work® 50 0.2 10 0.8 40
Personal development® 40 0.2 . s 8 0.8 . 32
Total program: . . - 118 : 182 )

% poWexample measured on a test.

For example measured by means of employer ratings. . o

€ For example measured on appropriste attitude scales, .

the other is strongly oriented towards personal development through simulated
work experience.’ The priorities expressed rspresent imsginary values
assigned by relevant participants in and designefs of the program. They

4

have been assigned a value on a scale from 0 to 100.

Achievement of each of thgsintended program outcomes has been expréssed \
as an effect size in standard deviation units. Utilities for each gbal
were calculated by multiplying priorities by effect size. Total utilities
are simply the sum of the individual goal utilities..On ‘the basis of this .
hypothetical data Progr;m B would be preferred to Program A. We emphasize ‘
that this was an illustrative example using ficti}ioﬁs data. It has been
included bnly to illustrate the way the approach we have iuggested might .
be applied.

As the main purpose of this study was to develop a me£hodology,
longitudinal data necessary for the use of this technique were not able to
be collected. Information about priorities was gathered and where ‘
appropriate, was combined with data about goal attainment. Within the

constraints of the study the technique could not be applied rigorously.:
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In Conclusion -

* ‘

In this final chnpter an attenpt has been made to suggest means by which

“data gathered sbout each element in the framework could be used in further
‘analyses. The analyses have been directed towards an examinstion of the

telations between elements of the framework, and provldlng %vxdence in form
suitable for guiding judgment.

As has been stated in the preceding chaptérs of the report the outline
of possible analyses has not been exhaustlve “The particular forms of

“analysis adopted will ‘depend upon the roles and goals of a given evaluation-

study. The forms of analysis offered in this chapter constitute two

“approaches which seemed to allow the multivariate nature of pre-vocational
~education to be examined.

»
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APPENDIX A =~

SOME NOTES ON A TRIAL OF THE ATTITUDE SCALE R
OF THE CAREER MATURITY INVENTORY '

o 3 | - Backgzound \ . .
The Career Maturityllnxentcry (CMI)‘is an instrumept deéelcped by Crites (1969},
and published by McGraw Hill, to measure the maturity ai attitudeg,and ‘ )
competencies in making decisions about careers. Career msturity seemed to be
an important outcome of pre-vocational education. The ek provides two types
of measures: the Attitude Scale and the Competence Test.
parts to the Cqupetence Test: '

. Self-Appraisal
. Occupational Information
. Goal Selection .

. Planning

. Problem Solving~

The Competence test is lengthy involving about 100 minutes. The Attitulde ‘
Scale teakes only 20 minutes and is structured around five attitudinal c¢lusters:

.V involvement in the choice process

. orientation toward work

. independence in decision making®
preference_for choosing a. career

I conceptions of career choice

e~

It was planned to examine the suitability of the Attitudinal Scale for
the study of'pre-vocational education. A‘preliminary trial was conductedAin
Victoria, and an additional trial waé made using pre-vocational students in
New South Wales and Queensland,.

The Trials

B

The Attitude Scale was administered to a sample of 312 young people of age 16
in Victoria. , Of this_group 123 were in a general course of gecondary
education at Year 11, 117 were in full-time voational courses, qnd 72 were

apprentices.

It was planned to examine the differences in scores between the three

groups, and conduct a factor analysis of the_reSufts. In the secénd trial

157 1 5’3
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Table Al Scores for Sub-Groups on the Trisl of the CMI Attitude Scale

4 - . -

Group ~ Number of Cases " Mean Standard Deviation i
. B o R
|\

Secondary students 123 34.2 5.5
Full-time vocational ‘ 117 ' 37.4° { 4.7 -
Apprentice ‘ 72 35.2 5.1 .
All cases . . 312 35.6 : 5.3 )
American ¥ : . 38.2 . .

]

the scale was administered to 165 pre-vocational students in New South Wales-

“and Queensland. : h S

Scores for Each Sub-Group

The difference between the mean scores of each sub-group in the Victorian

“trial was significant with the vocational course students scaring_hiéhest

and the general secondary students Scoring lowest. In general the scores

were lower than expected on the basis of American.norms. The results have
‘ .

¥

‘.been presented in Table C].

Reliability | . | L

The alpha reliability of the total score in the Victorian trial .was found to
be 0.80. From the sécond trial a reliﬁbfl%;y of 0.79 was found. Results
of the test analysis are shgwn in Table C2 with iwem-total correlations.

-

Factor Analysis

N~

From the Victorian trial the factor analysis proved inconclusive. There
were 19 factors with an eigen value greater than 1. A Scree Test suggests

the presence of five factors. When a five factor solution was obtained the

* factors did not appear similar to those suggested by the underlying theory.

The factor loadings are shown in Table C3. A factor afalysis of the results
¢
obtained in the second trial was equglly inconclusive as reported in

Appendix E. e
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Table A2 .Ituj_Stgtistics for the Attitude Scale of gé Career
Maturity Inventory - The Victorian Triii’f

-

Standard  Item-Total - . Standard  Item-Total
Item  Me ‘.’Deviation Correlation Item ' Mean Deviation Correlation
- X . '

B 1 1.95 .22 L6 26 . 1.69 © .46 -.04
2 1.80 .40 .04 27 1.72 .45, .38

3 '1.95 .21 a2 28 "1.72 .45 .21

4 1.84 .36 .22 29 1.43 . .50° .14

5. 127 s » .08 . 30 1.50 .50 .14

6  1.87 .33 S8 31 1.%0 29 . .24

7 1.53 .50 - xfgzs‘ . 32 . 1.65 .48 .17

8§ 1.53 so Y 29 33 L7a .4 46

9  1.23 42 e =07 34 1.71 45 . .09

10 1.73 *.44 .27 35 1.21 .4l " .08

11 1.51 .50 .22 36 1.74 .44 ©.29

12- 1.1 .29 1 21 37 1.70 46 - .44

. 13 1.41  , .49 .08 38 1.92 .28 o -.01
14 1.94 24 .16 39 1.54 .50 .09

15 1.76 .42 45 40 1.5 .50 a7

16 1.75 43 T.26 a0 178 .4l 16

17 1.80 40 © 35 - 42 . 1.87 33 .07

i 18 1.74 L44 .38 43 1.8l .39 .34

< 15 1.70 .46 .25 44 1.89 31 .28
.20 1.60 .49 .23 45  1.8% .37 . -.05

21 1.52 .50 .12 46 _ 1.85 .36 .03

22 1.86 .34 .09 47  1.92 .27 .08

23 L.76 43 .28 48  1.73 .45 34

124 1.95 . .21 .25 49 1.54 .50 .23

25 1.82 .38 .29 50 1.93 25 . .19

® v Conclusion

The Attitude Scale of the Career Maturity Inventory appeared to be a reliable

instrument but its construct validity was unclear. Further work is needed

on this aspect of the instrument.

L] : ,!
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“Table A3

]

.

Results of the Factor Analysis of the‘Victorian Trial

‘of the Carecer Maturity Inventory.Attitude Scale

Item

Factor Loadings

Factor 1

Factor 2

Facteor 3

Factor 4

Factor 5

’

N

KMMMMNNNNNNNNNNHHHH»«wy—-w...;_-
WRN - OONENOUM BN~ OO0 N EWANIOWGN U & LR

- 35
136
- 37
38
39
40
41
42
43
44
45
46
- 47
48
49
50

’

63

S5
48

44
51,

54
35

56
. 31

30
44

39
31
30

33

47
36
50
30

30

68
56

(27)

40

-33

32

(29)

=31

(29)
'35

-31

Note:

RS

Decimal pOlntS have been omxtted and fac

have nct been recorded.

EKC

wll Toxt Provided by ERIC
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APPENDIX B

) QUEST IONNAIRE MATERIAL -
Bl The Student‘Questionnaigg,(Section A)
B2 The Career Questionnaire BN \\~ -

B3 The Teacher Questionnaire-
(8) Form C
(b) Alternative Format for Objectives in Form A

(c) Alternative Format for Objectives in Form B -
(d) Form D
B4  The Follow-Up Questionnaire to Rejected Applicants

B5 Sample letter to Former Students

=
!
et * .
¥
\ s
Notes
} Only Section’ A of the Student Questionnaire has been included. Section B
consisted of two alternative forms.
T Form Bl The Attitude Scale of the Career Maturity Inventory

Form B2 ¢ (a) The Need for Self-Development Scale
’ (b) The Coopersmith Self-Esteem Inventory .

'

~

2 The Job Description Index has not been included with the remainder of the
Career Questionnaire. =

G 1 w1
2 |
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Bl The Student Questionnaire ' .

2ip
.
1

AUSTRALIAX COUMCIL FOR EDUCATIONAL RESEARCH

. V¥ pre-vocatioml Education Project

Form A Student Questionmaire

The purpase of this questiomssire is to learn a littls from Students i varioss courses about why they chose these courses
what they think about their cobrses, what they think abowt work and what are their plans for the future.

A1l the amswers you give are confidential. We are not going to tell anyoms *who said whet!.
f/x’t”%tm to saswer each questios carefully and homestly.

\

I3

-

. Leaving Secondary School ' \
1 ‘ “ did M llﬂ! my Scmn . n‘-n ‘ ese eee o — (“th) 19_ (“*)
(Plemgiwﬁumthwti-par)v . '
‘2 Inwhat Year or Form did you leave sacondary school? Before finishing Year 10 1
(Please circle one nusber) Year 10 .. 2
Year 11 vos 3
Yoar 12 cer L)
3 whwet type of secomdary school was it? e . Gavernment ee 1
' Indepencent Catholic _eee
Independent non-Catholic ces 3
bk whes you left secondary sohool did you plas to sttend a Techrical College? Yos vor 1
. . Ko vos F4
o &
If XS, what sort of cowrse were you interested in2
5 When you left Mry schiol did you have a specific Job or career in miad? Yes soe 1

No ese - 2
~ If WS, please give details:

|

6  Did yow enrol in a Technical College immediately after leaving secondary schoel? Yes vou 1

“o aEE z
7  Sisce leaving secondary school have you completed any other qualifications? Yes aee 1
. h oee z
” &
If ¥S, please giwe details: .

(a) Type of gwlification:
(b) Imstitutiom:
(c) Year qualificetiom was obtaimed: 19

18g
‘ 162




10

Have you worked full-tise for more than six moaths at any time since leaving Yes soe '
sscondary school before commancing your present cowrss? = ... . %o ' 2

If ¥ES, please give defails:

Think of your decisioa to leave secondary school and consider how important each of the following reasons wre in that
decision. Circls 1 if the reasom sas very important to you and 5 if: it was not at all important. Otherwise circle 2,
3 or h, to show that the reason was fairly important, of some importance, or of 1little importance to you.

Vary Fairly  Of some  Of littls ot
imporfant important isportance importance lsportant

My exam results (marks) inra not good snough ' 1
School did not lead to good job opportunities 1
1 had completed the studies needed to enter s Technical Course 1
I was not happy at school o
1 did not think I had enough ability to ksep on studying 1
My parests did not want me to stay at school 1
1 was tired of school and sfudy 1
My parents did pot think I had enough ability 1
I had sufficient general education 1
I did mot like certain subjects 1
My teachers did not think I should continue 1
1 had completed the highest Year at my school 1

P R R A S S T LI s T R
T A A A A a & A a2 a s
N Y IRV, NV IRV T RV RN IV RV RN

Yow School Friends

Could you tell us what your best three friends from secondary school are doing now?
(Circle one nomber in each colusn)

Friend A Friend 8 friend {

Working in @ job related to this course s 1 1 1
Working in another job N 3 [4 2. Z
Unemployed 3 3 3
Studying in this course : k 4 )
Studying at High School ' ee 5 5 5
Studying in another full-time technical course . "6 5 6
1 don't know .- 7’ 7 7
Other (Please say ) I . 8 ? 8 8



11

12

13

Starting this Course

tou importaat are the following tc—m s reasons fur starting this’ cwrsa? Indicate your anseer by circliag. the*
approprm.t mr upposats sach reason.

Very f airly 0f some of littls Kot

important - important’ isportance importancs  important

To get trainiag forajob 1 2 3 y 5
To get 2 basic general education 1 2 3 4 5
To please parents 1 2 3 ) b)
To fill in time uatil I decide what I want to do 1 2 3 4 5
To study in a field that really interests me 1 2 3. 4 5
Because a job wasn't availsble 1 2 3 b o5
Other preferred courses were full 1 2 3 & 5
To be with frisnds doing the course " 1 4 3 b 5
Because an apprenticaship wasa't available 1 2 3 '3 5
ks a preliminary course before sgtefing another course 1 4 3 & 5
(e.g. 8 apprenticeship) o/ i ~
To help deternine what career I could follow 1 2 3 4 5
KOW GO SACK AND UNDERLINE THE MOST IMPORTANT REASON FOR YOU
LLL LTI ‘ " \
The Course in General
How interesting do you find your course?
Very boring 1
. Rather dull . 2
"Fairly interesting \ 3
. [}
Very interesting cee k
Extremely interesting ces 5 -
What is your overall evaluation of your course?
Very satisfisd with my course ... 1
Satisfied with my course ves 2 "
Uncertain .o 5
Dissatisfied with my course e 4
Very dissatisfied with my course p]
$
bay
17 0 -
¥
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15

16

17

&
:

s

A wi‘s of themes Is list&d belov. for sach these you are asked to hdicats.

(b How much saphasis has baen gives to 1f in your course this yesr, and .
(i5) How muck ssphasis, in your opinfon, shauld have basa given to it this year,

Little

S S
. (1) Hou wch esphasis HAS bess
. given to this?
) A . ’
¥ great Mod— or

deal erate Some Slight none

CalNTC Y R

(11) How much esphasis SHOULD

HAVE, bean given to this?

grut Mog-
deal erate Some Slight fnone

Little

[mphasis on skills, knowledge and techaiques

for the practice of & future job 1
‘Davelopment of self-awsraness and self-confidence
. 3ad an understanding of other pecple ' 1
Development of attitudes which will ass;st you to
settle fntoa job -~ 1
The ability to read, wite and use numbers - 1
Learning about our society N

*

2
2
4

How useful is your course for the type of occupation you expect?

Very useful and relevant ' e

‘ Fairly useful B o vee.
’ = Kot very useful -f ol
b 0f some slight relevance eee

. Alsost completely irrelevant and useless

In your present course how well do you do compared with other students?

8elow average ‘ see
Average ‘ see
Above averags eee
In top 231 of class ass
Near top of class con

w - AR D)

AV L T Y

Wme

Listed below are some comments students sometimes make. Are these trus of your course in general?

(Circle one number in each row)

General work prgssure is too great

Tl'ltere is not enough fi-e for study

Thers are too many hours in class ‘

There is too much emphasis on vocational fraining ,‘
kant nr)i such

/

Course demands too much mechanical learni
individual thinking

Too much like secondary school

165

Strongly

agres Agrea

177

1
1
1

™ M P )

Don't

m

3

L S

34 s
b5
3 L 5 i ,
3 & 5
IoMS
| g |
N
Strongly
Disagree  dissgres
L 5 N
b 5
b 5
iy 5
b 5
& 5



How Practical is the Course?

18 “listed below are some statements concerned with the practical aspects of courses. Think about how well each
“statement describas the cowrse you are doing. There is space alongside each statesent to indicate your answer by
drawing & circle around one number in each row. .

' Q Strongly Don't Strongly

‘ aqree . Agree  know Disagree  disagree

Students ars more interested in special (job) training

than a general education 1 2 3 & | 5
The atmosphere is practicalrznd useful things are -~ v

smphasized 1 2 3 & 5
Many subjects stress abstract ideas rather than real things 1 2 3 L] 5
‘The courses here include many really practical subjects 1 2 3 L 5
Most students are interested in their future jobs 1 2 3 o S

Many teachers stress the practical uses of their subject \

so that a student may apply what ha has lesrned in a job 1 2 3 k 5
Learning to work with others is important here 1 2 3 A -5
Teaching

19 Think of a typical teacher (lecturer) at your college who is neither the best nor the worst in your experience.
Indicate whether you agree or ‘disagree with the following statesents about him/her by circling the appropriate number

. opposite sach item. Circle 1 if you agree strongly with the statement, and 5 if you disagree strongly. Otherwise
circle 2 or 4 to show that you tend to agree or disagres, and circle 3 omly if it is really impossible to decide.

- Strongly Don't Strongly

. , agres Agree  know  Disagres  disagree

Uses sveryday practical examples of topics discussed " o 2 3 & 5
Provides some work for students which is similar to what

they would do when they finish the courss 1 2 3 4 5
Sets tasks which are useful and satisfying N 1 2 3 & 5
Discusses the relevance of topics for our society . 1 2 3 b 5
Discusses the usefulness and relevance of each topic for

later work ‘ 1 2 3 4 5
States clearly the purpose of each piecs of work 1 2 3 b 5
Explains ‘things clearly at the stuglen;&s.levtl 1 2 b) ] 5
Enables you to work at your qwn pace 1 2 3 4 5
Gives enough time to conplet;a job . 1 2 3 B 5
Sets deadlines for work to be cog.)leted 9 2 3 /} 4 p)
Actively involves students in lessons 1 2 3 i 5
Has motivated you to do your best work 1 2 3 4 5
Treats students as adults 1 2 3 ) 5




19 (continwed) Strongly Don't Strangly:

¥
141 T ‘ ' agree . Agres  know  Disagree  disagres
Encolrages studests to be responsible for their actions 'i 1 2 3 A 5
o/ . Statss clasrly the standards which are sxpected of studeats 1 2 .3 § 5 -
- Provides 3 lot of information sbout your progress 1 2 13 %) 5
O lats you select topics, problems and exasples 1] 2 3 4 5
i Encourages students to co-operate with sach other in jobs 1 k 2 '3 & 5
Encourages students to think about their future life 1. 2 3 L 5
) Requires correct speiiing and expression in written work 1 2 » 3 4 5
Requires accurate ,c;lculations with nusbers ] 2 3 & 5

N . : . You and Your Work

\

20 Consider the following statements about aspects of typical working conditions. Cowpare your warking condxtmas with
what you think the working conditions uould be 1like for:

(i) a student in s sacondary school, and -

(ii) someone in full-time esploysent.
(Circle one number in each row) ) ‘
Never Rarely’ Sometimes Offen

Responsible for ones own work . v '
in College o o z 3 L
S 4 in work S e cer 1 2 3 v
. in High Schael . eae 1 2 3 &
The jobs and activities are worthwhile and useful
in College .ee e 1 . 3 k
&0 vork 1 2 3 b
in High School wer 1 2 3 4
-~ ’ ¢
Being asked to decide how the job should be done
. _in College T e T 2 30N 4
. inwark ' 1 2 . 3 - k
! in High School e 1 2 300 b
8eing treated as an adult '
. in College 1 2T 4
“in work cee 1 2 5 b
1 in High School - e e ‘ 1 2 3 b
i ¢ -
|
i
|
1
: 4
¢ !i;
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(cootiomed) ¥

#
h

hing lhll to work with np—todm lquipnat

f

Fuunq part ofa tul /

f

in Colhgo
is work

in High School

iﬁ College

in work

in High School

., meom
<

Problers

Never  Rarsly  Sometimes 'nfha

1 2
1 2
1 2
1 2
4 2
t 2

]

In this question we are interested in general problem areas you might have in yeur course and whether you have had

snough help with thea,

HKathematics . ver
Reading
Writings: vee
Pactical skills TR
Other (dascribe)

see

cee

v

Generally
L

Difficulties -
Generally ,
yes Sometises
1 2
1 2
1 2
1 2
1 2

In this question we would like to know about some of the subjects or activities which you do in the courss.

In the space provided list- the subjects, or activity, which matches the descrxptmn pravided.

Most difficult

Requires most work

Egsiest

Most interesting

Least intesting

- felp
_Enough  Some  None

1 2 3

1 2 3

\1 -2 3

1 z 3

1 2 3

. Pn B

Lt



23 low important are mh of the following in dmsing 2 persanent occmatim?
~ (Circle ona number i*nc.h Tou)

very fairly  Slightly  Not at sll

) ¢ ‘ | : important important important important
There is good pay | 1 2 T b
The cpportunity to work outdoors 1 2 37y
It is isteresting work 1 z 3 &
~ The occupation is useful to the comunity 1 2 3 4
‘orking with people . i 1 2 '3 4
The occupation has’ high status in the comsunity 1 2 i3 s
Tbgre is gaod opportunity to trawel 1 2 |3 4
Helpmg other people 1 2 3. 4.
It i& an occupation with sacurity SR 1 2 3 4
The work is satisfying 1 2 3 4
Being my own boss 1 2 ﬂ 3 4
The occupation has good working conditions 1 2 Y 4
L S Your Immediate Plans
24 How definite afe-your plans for a job? ..

I hawe 2 job a}rangsd for when I finish the course ... aes 1

I know exactly the kind of job I want e 2

I an trying to decide between two or three different kinds of jobs 5

I am considerisq more than three different kinds of jobs 4

1 do not have any specific jobs in mind at this time ... ee b)

IF you have a job arranged pleass describe it:

~ * .
225 If a job became available during your course would you leave the course to take it2 Yes sen 1
No cea ?

If YES, please give details:

e

N Bt



. -
»
2 How sasy or difficult dt yw thmk it wil] be to get a jab suitable to your traiaing when you have finished
your :wa? - N . .
!' Doos. ot aply (1 have a ob arrahgad} 1
| St Very msy e e ' cee 2:
' é\ - Fairly sasy ‘ ‘ wh . 3
. CDiffiedt D . Y
o § o Very diffxcult e’ L e e f 5
27  when was your choive of future 3ah made?
‘No choice as yet | e e " e 1
Hhiie in prisary school T e e . 2
i While in sscondary school P 3
' At the tne of completing secondary school. Y R . -
After bemg unahle to get into field “of first cimce SN eee 5
6

Some time after startmg in the present cqurse ... %
: ) . .

N

Your Future Possibilities

. 28 We would like you fo think about some of ‘the jobs you might do. \°

- List all the jobs ar occupations you Could do and‘would like, if. .you were able to undertake the necessary
training, and if you could get that job when you finished your training.

- List as sany Jjobs as you can, but don't fesl you have to fill gvery Spdce.
I gould do and would like the following kinds of Jobs: ’ .

.
a

N

+ -

'
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’k : : Some Background Information

Finally, in this section e would like- you to give us some’information about you and your course‘.

/29 \ht is your sex? o . - -

© 30 Your age? ‘ X : : Years

" 31 In which country were you born?

32 In which country was your fatber born? ‘ ' /S

33 In which country was your wother born?

3 How long have you lived in Australia? _ 5 Years
- . N ¥
In the following questions, pleass iist the jobs of the people indicated. If you are able, please be as precise
and detailed as ppssible (e.g. machine eperatm' in s butter factory, senior clerk in a state government department,
% sah'-emlaycd accountant).

% Your fatbcr's {or xale guardian's) occupation at present

.
3 Your mother's (or female guardiah's) occupation at present
37  The occupation that you would like to have in 10 years time :
- 38 The occupation that you really expect to have in 10 years time L. . -
.

39 The occupation of your eldest brother.

50 The occupation of your eldest sister

In conclusion, we would like to know your ase and address through which we might write to you next year when
you have started work.

1

Your name:

¢

Your address: s

Thank you for your help.
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B2 The Cargcer Questionnaire - . N

AUSTRALIAN COUNCIL FOR EDUCATIONAL RESEARCH
o ' PRE VOCATIONAL EDUCATION PROJECT

Career Questionnaire
/

/

Last year you were a student in & full-tipe Technical College course. This
questionnaire is part of a research project concerned with courses similar -

‘to the one you studied. ! : 3

In this questionnaire we would like you to answer some questions about

your present occupation. B

Please answer these questions within the next few days and send the:

questionnaire back to us in the envelope supplied,

. - n ,
All the information you provide will be kept CONFIDENTIAL. Only the staff
working on the project will see it. There is no need to record your name

on the questionnaire. i .

For most questions you will need to draw a circle around the number next
to the answer you chéose. Fon a few questions you will need to write your
. - ¥ N

gnswer in the space prévided below’ the question,

YOUR FIRST FULL-TIME JOB

1 Have you obtained a full-time job since finishing your course last year?

' L

b T R |

3 ceveres 2
{

£l

IF NO, GO TO QUESTION 12. W

IF YES, CONTINUEﬂ

2 - What was your first full-time job after finishing your course last Year?
S R .
.(include temporary jobs while wajting for your career job, if they were

full-time).

]

L]

3 How many months after you finished the course did you spend looking for

*
«

this (your first) job‘?
_ Months.

e e e e e

lrg




4 How did you finally get this (your first) jgh2

D Commonwealth Employmenc Ser\uce PR 1-
e . . Through persnnal contact (parents, frxends. relatzves ) e 2
- - Answered an advertisement in. a newépaper e ceeeeeas 3
Applied dl;ect to fxrm/factory .
. . ; - Commercial employment age;cy e tecesseacsa B
College staff, counsellers L R R I P .- ﬁ
Other (please describe . [
AT . : | )
S . Did you consider that your first job was in your field of training?
& YOS it ivrrinnncnnaernonaeas f e e tae et B
) No -‘..':....".‘:..‘..’..‘. ........ ceoa s st e mrsnnan TR o 2
¢ ; 6 Are you still working for your*first employer?
. , r ,
YeS iuiiiiinaie i ceaies R |
NQ ....... RN REREERS ev e a ® ea a8 v s . . . . - o a0 2 0 o2t ¢ eaa 2
' . ] :
IF YES, GO TO QUESTION 12 * v ’
. IE.NO, commusﬁ. | :
‘1. - . “‘ ‘ b
- ’ ‘ /CHANGES SINCE YOUR FIRST JOB
7 How many jobs hagé you hgl since finishing your course? 9
One job‘..;z.. ......... e cees S S
) Two jobs .; ................... S e 2
. . Thrée Jobé ....... e e e, R, .37
- More thad three jobs ... . ... e Vpeeas SARCEERT - TRRRE 4

8 Please describe the sort of change or changes you have madeé with regard

to your employment since starting your first job. '

Change

e — — e
Reason . .
.- A, e e e P L e m e e e e im e o m e = o e e e e o
3 _Change. — i e
Red'son
e e e e e
\_«‘1“
- ¥
1}
R X 173 . L
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2. oI.I‘.ll.llllll.lllQlllnlllllllhllllll.llllll.llll.lll.ll.'.- ‘ ¢

I am now UNEBRIOYEd . .vvve v duepenerreaorocronsecaceronernneaes 3

10 Which of the following best describes the type of work involved in the -
) c,
jobs which you've had?

All involved the same kind.of'work e e mre et ] ,

e My prpsent job, and my first job are similar but
between these I have done s&hmg_}ferent Chetcrececiennans 2

T am at present unepployed ..... ..ttt ieii e e a e

11 Consider your most recent. change of emploﬁméng {it may Ee your only .
change of employment). | - e ' -

w -

How important were the following influences/cansiderations for your

most recent change? PleaSe indicate by cxrc11ng the.appropriate number,

how important each of these reasons was in your decision. Circlé 1 if
it was very important, 2 if it was important, 3 if it §a§ slightly’

important, 4 if it was relatively unimportant, and 5-if it was not at

<

L4
’

all important.

important
Slightly
important
Lnimportant
Mot at all
important

3

'_Vary

-

A job with better pay arose
N
‘Management (Boss) was difficult

Unhealthy working conditions

[%5]

Unfriendly atmosphere

W bt hd ek e

[74]

Dismissed (Firm clesing or retrenchment) ¢

-

Dismissed (other reasons)

No responsibility .
Job not-in my field of training
Not doing as well as friends
Boring town and people

Wanted to do more useful work

I I T 'S I VC T VL N V- B V- R - B % B PUE P2

[ S N VS U Sl Y

Wanted to ﬁbllow a new interest

Lack of fam11y encouragement

v

SR N S S S N ) ? NN o | Ipartant
I - - S U S N U T O X
LA VR 7 T T RS Y BV BT, R,

[ -
[OS B

Other reasohs (explaln

3.:’1.‘

L.

N\
Ay

)

- * . ‘
NOW GO BACK AND UNDERLINE THE MOST IMPORTANT INFLUENLL FOR YOUR MOST

RECENT CHANGE.
2 o _ 174 . ¥

o 18t




13

4

(aj whicﬁ of .these best describes your prgsent dccup tion?

YOUR PRESENT OCCUPATION

. Working full-time in & permanenf Job t..iiieiiiiiianaa. 1
Working full-time in a temporary job ...........cecenne. 2
Working part-time ......veieieeenieninniieiieiraeieraeaas 3
‘Working and training as an apprentice ............0000.. &
Not employed, looking for work ..........r:..{.........; 5
. Not employed, not looking for work .........}E:s........ 6
Home duties  .....veevinreseenronecncossnesnonssonsaocnnas 7
Full-time study A P AN -
Other (describe R *

< . )

(h) ;f you are wcr}ing at present, could you describe your job?
Please be as specific as possible (e.g. receptionist in‘a dental
surgery, apprentice carpegter, postman), but there is no need to
tell us the firm you work for. A

™

. ' .
L 33 ¥
. «

Do you consider that your present job is in your fieid of training?

L L L R L L R R R R R R R TR R R 1
A . hY
L4 No a8 é 8 0 a a0 -.-------------------------.---------------------2
Does noépapply AR R ER PR 3
If you are unemployed, how long is it since you last had a full-time job?
Less thanlmor;th C e st e reenete et ab et .%.
Betwe®n 1 and 3 months ...< : :

.
L R R I I I I R R R R S I I R I R A R BN A B R R ]

1
2
" Between 3'and 6 months DRI,
More than g_manths'............Zg....,....................... 4
5

Does not apply ...oviiviieiiiiin i ce it e e

e



. given, the people you work

: ‘i . $
1S " If you were to add together sll the time that you have been unemployed
since leaying school, How many months would that be?

Does not appfy fhcassesssstataeravesa0snaenoasannannsnanannran |
A total of less than 1 MONth .eeuiivniinirernnnunennnrnnnnnns. 2

A total of between 1 and 3 months ................:............3‘

A total of between 3 and §_nonths;............................ 4

- A total of pore than 6 months .......ccetvivirirnnennernnneas 5

4

HOW DO YOU FEEL ABOUT YOUR JOB?

Job Deséription Index

People in full-time employment: Please describe your present job in the

following termt without regard to any course you may be studying.

Unemployed people (or people in part-time employment): Please answer with

respect to your last regular job. ’

In the following 5 questiops describe your work, the supervision you are

2:£gh, the pay you receive, and your opportunities
for promotion by circling the appropriate number to answer 'Yes', '?', or
'No' to each item. Circle I to answer 'Yes' if the item describes the &
particular aspect of the job (e.g. work, pay, etc.). Circle 3 to answer
'No' if the item doés not describe that aspect, or 2 to answer '?' if you

.

~cannot decide,

H

Then followed as Questions 16 to 20 the five subscales of the Job
Description Index developed by Smith (1965) and reported in Robinson et al.,

(1973). The number of items in each sibscale are as follows:

16 Work 18 items
17 supervision 18 items
18 People, » Y9 items ' \wf/
19 - Pay 9 items

¢
20 Promotions 9 items

175‘ 1 92




A sample item from each subscale has been included here

. Yes ? Neo

16  WORK .

' {a) Fascinfting ' 1 2 3
o 17  SUPERVISION

(m) Knows jbb well 1 2 3

18  PEOPLE ,

(m) Unpleasant T 1 2 3
19  PAY _ '

(a) Income adequate for normal purposes 1 p: 3

‘ \
20 PROMOTION .

{e) Good chance for promotion 1 2 3

YOUR COURSE LAST YEAR

1d 1ike you to consider how well your course last year prepared

gr work. A number of aspects of courses, taken by students beforé
starting work are listed below. Please indicate by drawing a circle
around oneﬂnumber in each row how wel! your course prepared you in '
each of these aspects.

Very Very
Well Well -Fair Poor Poor

The skills, knowledge and techniques

in my job 1 2 34 5
Self awareness and self confidence and ‘ '
understanding other people 12 3 4 - 5
Attitudes in gsettling into a job 1 2 3 4 S
Basic skills of reading, writing and

calculation . . 1 2 3 4 5
General knowledge of society ' i 2 3 4 5
Experience of what work is like 1 2 3 4 5
Knowing how to obtain a job " 1 2 3 4" 5
Experiencé of‘forking under pressure 1 2 3 4 5

177 183 .
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Please write down any other comments about your work or your course

last year.

Théhk you for your help.

“w



€
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. B3(a) The Teacher Questionnaire: Form C

AUSTRALIAN COUNCIL FOR EDUCATIONAL RESEARCH
Pre-Vocational Bducation Project

Teacher Questlonnalre
The purpose of this questionnaire is to learn from teachers what they thznk
about some aspects of the course they teach ,
All the answers yQu nge are conf1dent181

§ When you have completgd the quest1onn31re place the questionnaire in the
* envelope prov1ded and seal it.

1 A series of issues in courses such as this are listed below. For each
‘theme you are asked to indicate

(i) how much emphasis has been given to it in the course this year,
(ii) how much emphasis, in your opinion, should have been givén to

it this year.

Indicate your answers by circling the appropriate numbers opposite each

issue. (Circle one number in each row.)

' A great No: Little'
deal of Moderate Some much or
emphasis ‘ none

1 2 .3 4 5
—— e {a} --Emphasis on skills;, --—— -~ oo ST T T o T
a . knowledge and techn1ques !
' .'for the practice of g
\',’ future job . . "
Has ......... 1 2 3 4 5
. Should have .. 1 2 3 4 5
(b) Developments of self-
awareness and self- )
k) confidence and an under-
standing of other people { ’
~ C Has  aii.e.... 1 23 4 5
. ' Should have .. .1 2 3 4 5
. (c) Development of attitudes ]
" which will assist students
to settie into a job ¥
Has ......... 1 ¥ 3 4 5
Should have .. 1 .2 3 4 S
. {d) The ability to read, write B
and use numbers
Has ......\. 1 2 3 4 5
Should have }.' 1 2 3 4 5
(e) Learning about our
Society {
- - Has ......... 1 2 3 4 5
' Should have .. 1 2 '3 4 5

\

2 For the Chemistry Certificate course there are a number of objectives
specified for each subject insStage I and II. On the following page
" there are some abridged statements of the main objectives. Could you'
please indicate the extent to which you think the oblgct1ve is important,
and how well you think full*tjme students perform in comparison to
part-time students. . (Note: Please give your estimates, do not try to
¢ be tog preci§e) : ' .




™

How important is
this objective?

Objective o ,
; " Very Some Little Not

How well do full-tiwe
students achieve this
objective relative to
part-time students?

Bettexr Same Worse

. — imp. dimp. imp. imp.
* aaster a number of 1 2 3 4
immediately useful

451hora;ory skills ‘

- develop a knowledge of 1 2 3 4
laboratetry procedures )
and safe working practices

- develop a good under- 1 2 ~3 4
standing of General '
Chemistry

- provide an under- 1 2 3 4
standing of relevant ‘
aspects of physics

- develop the mathe- 1 2 3 4
matical skills and back-
—ground needed by a
technician
L ]
- develop a favourable - 1 2 3 4
: attitude to, and interest :
in, the student's
vocation
-- improve vocational 1 2 3 4
competence by developing:
basic communication skills

- (develop the ability to 1
work rapidly and accurately
in a laboratory)

°1 2 3




-

,Sﬁzbtisted below are a number of difficulties which some students have when
‘they begin a work preparation course. Could. you
- h (1) . indicate the extent to which these were problems for'jour
' students when they began this year, and

. (ii)‘ indicate the percentage of students for whom you thought this

was 3 p;é?lem? . \5:1‘*7

Extent of Problem Percentage

. . _v' ~ Consider- ) StqdenFs
. able . Moderate Slight None

‘ : 3 ¥ v
Problems of reading at a 1 2 3 4 S
sufficiently high level g\-\ :
Problems of spelling and 1 2 3 4
written expression

. Problems of performing 1, 2 3 4

' mathematical calculations
Problems of verbal express- 1 2 3 4
i on /

’ N d

Problems with manual 1 2 3 4 :
dexterity A

’ Problems of co-operation 1 2 3 4
with teachers :
Problems of co-operation 1 2 3 4
with other students : : o
Problems of motivation.or 1 R 3 4 .
interest in work : X
Problems arising from a 1 2 3 4

lack of basic scientific ‘ *
knowledge S

e

L)
-




-4 Please indicate the extent to which you think the following factors are
important for students to be successful in this course.

N , ‘ ‘ Very Of little Not
R . ‘ Important Importafit import- important
- ance -

Level of ability in written 1 2 3 4
exprissien '

Level of mathematics ability 1 2 3 4
?readth of general knowledge ¢ 1 2 3 4

Manual dexterit 1 2 3 4
prual y | . |

Desire éo-qualify for a good job 1 ) 2 -3 4
Interest in the coursé , - 1 2 3 4
Emotional stability 1 2 3 4

‘High intelligence . 1 2 3 4

: ' .

Persistence 1 2 - 3 .4

5 Are there any areas in which you think students from secondary schools [
are not as well prepared to this course as they should be. (Consider
subject areas, general skills and knowledge and attitudes.)

(i) . Area
Comment

(ii) Area

' Comment

{(iii) Area

Comment

188
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. 6 thn answering these questians we wah;d like you to compare the working
conditions of students in:the course with the working conditions
experienced by someone in full-time employment. (Circle one number in
.each row.) . . : : .

- h T Ngver " Rarely Sometimes Often

-
.

Respdnsible for one's work

“/ " In college .uo..... 1 2 3 4
In work cneen-e... 1 2 "3 4

The jobs and activities are

worthwhile and useful

In college ........ 1 2 3 4
- In work ...-vvvunns 1 2 3 4
Freedom to decide how the job
should be done ‘ '
In college ....... ) 2 - 3 4
In work .......... 1 2 3 4
Being treated as an adult.
In college ....... 1 2 ' 3 4
Inwork .......... 1 2 3 4
-~ Being able to work with up-to-date )
equipment ’ ' v
. In college ....... 1 2 3 -4
. In work ...... 1 2 3 4
, eli | £ ‘
. Feehng“art of a team .
In college ....... 1 2 3 4
\ In work .evevennnn 1 2 3 4
- " )
o *
-~ ~
N\
*




41()
‘7' Listed below are a number of statements concerned with the teaching of
’ full-time pre vocatiqnal courses. Could you -indicate how important each

is in the subjects you teach (i.e. your preferred practice) and the
extent to which you are able to actually use ghis method in practice.

. Some-

. Mostly Frequently times Seldom ‘_:Never
The purpose \EBCh Should be 1 2 3. 4 5
piece of work Actually o 2 3 4 5
explained clearly '

Things are expldiped Should be 1 -2 3 4 5

at the student leved Actually 1 2 3 4 5

Practical everyday Should be 1 ' 2 3 4 5e

examples of topics Actually 1 2 3 4 5
" are used ‘

.- . AN

The usefulness and Should be 1 . 2 3 4 5

relevance of each Actually 1 - 2 3 4 5

topic for later . :

work is discussed

Students do  tasks Should be 1 2 3 4 5

which are useful Actually | 1 2 3 - g 7T 5

and satisfying 1 s

Students are able . Should be I 2 3 4 5

to work at their Actually 1 2 3 4 5

own pace

Students are expect- Should be 1 2 3 4 5

ed to meet deadlines Actually 1 2 3 4 5

. for work to be

completed

Students are Should be 1 ‘2 3 . 4 5

treated as adults Actually 1 2 3 4 5

The relationship Should be 1 2 3 -4, 5

between students and Actually 1 2 3 4 2‘5“

staff is friendly

Students do some  Should be 1 2 3 4 5

work which is Actually 1 2 3 0« . 4 5

similar to what they

would do when they -,

finish the course s

Students are Should be 1 2 3 4 5

encouraged to Actually 1 2 3 4 S

co-operate with each

other

The relevance of Should be 1 2 3 4 5

topics for our Actually 1 2 3 4 5

society is discussed




7 (contd). - Mcstly Frequently Some- Seldom  Nover
‘ . o times P
- L .
~ Students have learn- hoyld be 1 -2 3 4 st
ing experiences. Actuslly 1 2 3 4 . 5
which are valuable i
in themselves '

i - Assessment is in Should be 1 2 3 s % 5
relation to a Actuslly 1 2 3 » )
standard (criterion) ' :

¢ , .
. Students receive Should be 1 2 3 4 5
- & information about Actually 1, 2 3 4 5
' their progress
frequently
Extra assistance -Should be 1 . 2 3 4 5
is provided for Actually 1 . 2 3 4 5
. slower students . ' , R
.Guidance about Should be 1 2 3 4 5
finding jobs is Actually 1 2 3 ) .S
~ provided to students - . .

8 Would you mention any areas whére the difference between what should
happen and what does happen is greatest and indicate the reasons for the
dlscrgﬁanc1es (e.g. lack of time, lack of training, lack of rescurces)?

. /
A
.f/' ................ z llllllllllll 4 ® 4 & 1 & 0 s s o P 4 s e ® ® 4 46 & 1 & ¢ 0 * s 4 2 a2 & -
/
/
// . .
f. ............ ( ................................. e e 02 e a2 s a0 s et e s Y
................ ’-..\.-.-.------.......‘-.........‘:;r.-. Y . e
| s e e e e e e mease s et eee e m e etet a0 I R R R T R I IR ¥
....... PP
*
it X
- , . ‘ .
5 Colrld you provide some details about yourself? R
s\. - - .
9.l The subject(s) you teach ............ R S
: P e
/
“9.2  YOUr SeX ....eiieaaeann \ _
A
1 ) )f' ’ .
9.3 Your genexal feeﬁing abouts the course ...7. P S T aeeaae
. -, - :
......... P R R R Y » R I R I T I R e I
. L]
.
e e e e 8 8 s e e m b e e e s e e s 8 e e e c e et 4.t e et e s e s ek os_e s e s s s e s e s et e A e &

..................................................................




. S
) ’
9 (contd) .

9.4 You;~g§3iificatians ........ ....;....&..;,.;..;.;........ ...... ..

oY e B PP et e,
N ‘ f . - ) N
(e s deaeaaaan O R PR PRER PR eean
9.5 Your wark before :eaching‘(%hdicate jobs and how long).
¢ ' .

9.6 The length of time you have been teacﬁing e et

10 Fina}lx,‘cculd you fecord your nawme so¥that if we askaor other‘inﬁormétipn'
from.you -we can put it with this? ‘ : : RPN
- LY *

- .
.
4 8 8 8 4 2 8 5 2 ¥ AR SR A s, a0 ® & 8 & & 4 8 ¥ 4T R S 2 R A4 A as s s a8 s s .l..‘lll..ll‘.l(.l
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B3 Form D .

. . TEACHER QUESTIONNAIRE

"

PRE-?&SLOYMENT CARPENTRY AND JOINERY COURSE

-

This questionnaire is part ef a study of full time work preparation courses

. in technical cplleges. Its burpcse is to find out from the teacher in charge

of Carpentry and Joinery a little abolt the pre-employment Carpentry and -
: -

- Joinery course. . ) ' -

¥

All the answers you give énp CONFIDENTIAL. ‘Neither colleges nor individuals
will be identified in any of the reporfs arising frgm this study.

, . We have asked for the name of your college only so that we can contact those

L4 ~

colleges from which we do not receive a reply S

¢

Name of College ~ -

. e
« .
3 /¥ SELECTION AND ADMISSION OF STUDENTS
1 How many students 3ppli;§'for a place in the pre-employment
‘Carpentry and Joingry coursgf in your college which started

" at the beﬁiﬁning of 19787 (If more than one group commenced,

A includé sll groups) ™~ ‘ h , ,
. . , . ‘&
2 How many students ﬁere admxtted to a place'ln the pre
. 'employmegt Carpentry and Joinery dourse in your college . e
" at the beginning of 19787 ' o v -4 ]
3 Could you please describe the procédgre used in selecting ‘

students for a place in the Carpentry -and Joinery course?
Please be as specific as possible hy indicating the various
Y

stages involved in selection. If interviews were used,

please indicate the main factors which were considered.
¥ (

v




.
3

4  If school records are available éopld you record the students
School Certificate results on the table on the last page.

' (Please note that no nanéé-a:e required) -

¢ - .
. - L. "~ Information available ......

[} ] . . ) . T

Information not available ..

<
.

. _ . wmmmmmmcounse-

‘5 ch many students have ‘discontinued the course sxnce it

started?‘ ~

6 Could you.indicate'the occupational destinatioh of those

* - students who have left the course before colpletian?
(e.g. apprentxced working in hardware store, returned to
school, not known) . . ;
) - N A ’
1 S
2 ! K .
: g
3. . <" .
4
> | STUDENT PERFORMANCE )

7 Could yoﬁ indicate your judgment of the level of attainment of pre-
employment students after 36 weeks qpmpared to stage Il apprentices

in each of the following aresas?
' Pre-employment students are

‘ about the ..
. better same worse Comment

‘Knowledge of relevant theory 1 2 3
" Skills in building 1 2 3
A Ability to work quickly 1 , 2 ‘ 3
Keenness and enthusiasm 1 2 3

Able to .adopt to a new / "
situation 1 2 3
*  Independence | 1 2 3
Maturity ' 1 o2 3
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8§ . Listed below'are a nuiber of ¢if iculties*whiéh sane students have
uhen t:hey heg:.u & work preparat on course.. Could you

studer&s shen the)"‘beg “this year, and

‘ ’(/l

L Ext.ex;r; of Problem -

Considexr = Percentage
shle -~ Moderate Slight None _students
‘ T 2 3 4
p I 2 .3 4 -
1 Y2 3 4
| 1 -2 3 4
ot 2 ° 3 4
;o 1 2 3 4
( . 1 2 3 4
)// ’
1 2 3 4

Pt
L

ther (pl ease specify)’

— e

COURSE STRUCTURE -
what ADVANTAGES do you see in full-time pre-employment trammg in

9.
(
thzs. course compared to a full apprentxceshxp?

. b N . .

10 . ‘What DISADVANTAGES do you see in full-time pre-employment ‘training
; .~ . !

in this course compared to a full app}:enticeship?




‘11

12

v 13
/

V.

«

<t / N .
A 7
On average how much time is spéﬁt each week working on. .
the constructxan sxte by eaqﬁ grcup qf students? - days
. ) . -
In your opmmn should mr/e tme be ava;lable for the
construction probject?_/f L
B : ' //
- 7
- - / ‘
A i 4 /IA/
A series, of i;.Sues in courses such ag this are listed below. For
each theme Gu are asked to indicate )
{1} how ch emphas:s ?ms been gzven to 1t in the course this year,
: (11) hg\( nuch emphasis, in your opmzon, should have been given to?*
Tit this year. * . t
‘ -
Ix}n“:cate your answers by cn-clmg the appmprmte numbers opposite -
/éach xssue. (Circle one gumber in each rop)
s “ ‘ . ’ R ‘ oo .
g . A great 'y [ . Little
- . deal of SRR Not | or
emphasis Moderate Some much none
_ ' » 1 2 N\ -3 .4 5
"(a) Emphasis on skills, know- ! 3 .
ledge and techniques for » )
‘ the practice of a future ‘ K
- ‘ JOb - - . . !
- Has ...~...... . 1 2 3 4 . 5
Should have ... ' 1 2 3 4. 1§
(b) Developments of self- <
- awareness and self- !
confidence and an undeg-- .
standing Of. other people i’
) Has ........... vl 2 3 74 - 5
i Should have AR 1 2 3. 04 5
* (c) Development of attitudes ‘
which will assist students ! . ~
to settle into a job .
Has .........\. 1 |4! 2, .3 4 5
Should have ... 1 2 .03 ¥ s
(d) The ability to read, write . )
and use numbers - .
Has ........... 1 2 '3 4 5
Should have ..., 1 2 3 4 5
(e) Learﬁing about our
society - , -
) Has ........../ 1 2 3 4 5
' Should have ./{. 1 2

sk

.?:’_‘ s



e
h"-
b Y

1§ | - B OTHER ISSUES ‘ '
' 1‘14 ‘ In'yuux: opinion, how-much exémpticn‘ from the term of &n appreﬂti;e-
» " ship should be given to s student who has completed ’
" (i) the :a_&vweék pre-:auployi‘:ent course? |

‘.F" .' : NO Credit ..Q..l..l.Q“QC.Q_‘..QQOQ!:{QQD 1
6 BORtAS ....vvennnnn e eeernansans vee 2
12 mnthS‘ ..-.---c‘.'.q‘é/o--ﬂ\.ocn-o.‘--o- 3
I8 MONthS ...cierunebiencrranans ceeee &
¥ 7 i . ) .
B 3 B S 5 . s
26 MONLAS  vevenmurrnereaiovereinennns © .
More than two years .......cvemevvees 7

-

v (ii) the. 54 week pre-employment course?

/4 ) PeetrenEretet . . )
f 18 months .............. 4 N - f
2] months ......... T I S ) '

24 mnths 0....l.lFbll‘..Q.lQQn..i-Q 6 N A‘l’
More than two YEars ....v.iece.snn e 7 .

. ’ ’ ' <
15 Please record anyiother comments which you think appropriaté.

>

Thank you for your help.
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B4 The Follow-Up Questionnaire

AlS{RALIAN COLNCIL PQR ED&EATI(NAE RESEARCH
PRB VOCATI(NAL EDUCATIN PRDJECT

[}

*

. : S | Follew-_p }stmnnaxre - _)

Last year you applied for a place jn a full-time Technical College:course.
This questionnaire is part of a refearch pm;ect concerned with courses m
Technical ‘Colleges. .

£ " :
In 'this questionnaire we would like you to answer some questions about
what you have done this year. '

PIease answer these questions ‘within the next few days and send the

questionnaire bsck to-us in the envelqpe supplied. <

-

* All the infomatmn you provide will be kept CONFIDENTIAL. Only the staff

working on the project will see, it. There’is no need tq record yoéur rmleb

on the quesgionnaire.

For most questmns you wikl need to draw a circle around the. nunbef next

-

to the answer you choose. For a few questions you will need to .write your

answer in the space provided beloﬁ the questmn.

1 (a) Which' of these best describes your present ocgupation? .

Working full-time in a permanent job ........... e
Working full-time in a telporary job ..... reeeeiiieaaaaaa2
T Working part-time ...............ev.oun. R e, 3
Working and.training as an apprentice ..... ........ e 4
- Not enf)loyed, Iooiing for work ........iiiiiiii i 5
‘ Not employed, not looking for work ............ [ Y
‘ Homedutxes ..... ‘...7'
Full-time study ...... & .......... _LS
OFher .{describe ............ [SRREEE N §
. — ' )

X'i‘ N - t

(b) If you are working at present, could you describe your Joh?
PleaSe be as.spécific as }msszble (e g. receptionist in a dental
" surgéry, apprentice carpenter, postman), but.there is no need to

i . tell us the firm you work for. >

. R

-

‘Less than 1 month ................ e EE T T 1
Between land 3 T D S 2
. Between 3and 6 months «.............. e 3
‘ More than 6 mOnths ... . e e 4
Does not apply ............. P 5

ol

If you are unemployed how Iong is it since you last had a. full tme job?



- ‘ - . . A . *

, e ' A ,
. 30 If you were to add together all the time that you have been unemployed
since leaving schgol, how many month$ would that be?

) Does not apply ......... T VU S B
. - A total of less than 1 month ......... SRR R TP
A total of betwg;n ;_and’§_;onths.....; ..... e e, 3._
. A total of between 3 and 6 months ............... :.‘.' ......... <o id
A total of more than §.nonths ........... rerans v e e .5
- ) ¢ 7 -
- 4 o How many jobs ha_we you had this year? )
' "One Johy Leviliilaeli . D 1
Two jobs _................. et e et ittt e Nt reeee e 2
Threhjobs‘ et e et e it ettt e .3
More than three jobs ....... e U e .4
B 15 T R ST TS
Does not apply, I pave been a student all(year ................. 6
5 *If you are studying full-time at present what sort of institution are
yeu}attending? ) ' .
1 Does not apply ....... ‘ ............... 1
N Government High School ...... B Y 3
Non-Government School ................ e 1..j§%
Technical Ccllegé ..... : ....... wenes e, heed et 4
- ﬁnive?sigy;or College of Advanced EQUCRTION ........v........... 5
” ) Other (please specify I A
X N J
'

6 If you have been a full-time student for only part of the year please
., ‘indicate

a

\ .
(a) the period of time FROM - ~ _(Month)

TO {Month)

-~

) and

(b)~ the sort of institution you attended (e.g. High School)

. < 0 i .

\\ ) : -
Thank you for your'help.

o . 7183
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Bs Snphz letters . \’ -,
ThaAustr'alan Dol.mql Fcr' Educamcnai Raseal*c.h Lxmmad

XECUTVE : . | : ENJIRN‘ﬂﬂﬂ**!“NHGPN '
| ESemnencmeon, - s ARt

e T MAAHF&WM . Cabiss Aoeres

2-'—-«-5 M S0 'A\ 3 : )

QIMECTON ! . " .
JPM&MMM@M . T i

Dear Former Student, : 7‘ 

The Australian Council for Educatlonal Research is conducting & research study
.of some courses conducted, in Technlcal Colleges. One of the couTses in which
we are interested is the . course at |
_Technxcal College. As you were a student is that course last year we would

be grateful if you could provide us with some xnformatxon,about the work you
have done since firishing the course.

It~would help ustggeatly if you could complete the attached quest1onna1re and
return it to us in the envelope supplied.

1

All the information yod provide will be kept,CONFIbEHTIAL.' You will notice
that your name, is not to be reggrded anywhere on the guestionnaird, !
. +* .

~The results which we obtain froh the questionnaires will help us make recom-

mendations about the improvement of courses s1mxlar to the dne which you
studied. It is important that all the questlonnaxres are returned to us

promptly. ) .

We would appreciate your completin g and ppstlngk;heggpest1apnalre as soon as

possible. . . '

Yours gincerely,

John Ainley
Chief Research Officer

Enc, - ’ ‘ r

v 194

® L)
s 200 SR
. A Nationa] incepehdent Educational H Ocganizetion

>



Ci

C3

388 Q

c8
co

clo

Ci1
- €12
C13

APPENDIX C

v . \ . ~ v
ADDITIONAL RESULTS CONCERNING THE ANALYS{S OF scaes -
USED IN THE STUDENT, CAREER AND TEACHER QUESTIONNAIRES

- . b \

o . . -

Occupational lgvels of Fathers of PMe-Vocational Students'

You and Your Work: Principal Component and Relisbility Analysis
Teaching Methods and Work: Principal Components Ayﬁ}{sis
Teaching Methods and Work: Item Performance s = o
Teaching Methods and Work: Egctor Analysis '

Prgctical Emphasis: Item Performance <

Complaints Scale: Item Performance

Ther Coopersmith Self-Esteem Inventory: ' Summary Statistics

Career Maturity Ihventory—Attitude Scale: P;incfbal Components
Analysis .

Career Maturity Inventory-Attitude Scale: Factor Analysis
The Need for Self-Development Scale: Summary Statistics i

Occupational Futures: Computer Program

ReErQSpectivc S&tisfécgéon:' Some: Résuls
fu'r;)(' Tt «3 {

195

o



-

. . \
‘_} - ’ . .
. *
[}

. Lo - ‘ ' 2’1 §
‘Table C1  Occupational Levels of Fathers of “Students Four

. -Pre-Vocational Programs : . ".
. . - N * -
Occupational Lelel No, Per Cent
. - o - -
. . ) . . . . o \ .
1 Upper Professional - * 12 . 31
2 Graliers T \ - Coz ' 0.5 -
3 Lower, Professional | | 25 f 6.4 '
4.  Managerial : 47 S 11.8
5 Self~Employed Shopkeepers S o 2.3 o
6 Other Farmers . 15 3.8 -~
7 Clerical < - 51 . 1300
8  Armed Services and Police - | 6 ., 1.5 .
, .9 Craftsmen and Foremen ' 113 + 28.8 - ’
10 Shop Assistants 7 . 5 o ns
11 Process Workers and Oferators . 18 " ! . 4.1
12 Drivers . 23 . " *s.
13 Personal, Domestic and Other Setvices 43 . 11.0
. 14 Miners Lo . 1 0.3
' 15 Farm and Rural Workers . .5 ' 1.3, »
16 « Labourers s . 19 4.8
' ‘ . . i V . ~ - « X
Total Classified ., . ' 395 100.0 a
I Not Classified e 36 )
/
Note: Classified on the six point scale the distribution of all those
occupations classified would be: ) ‘
- s P '. s ~
Category Per cent?
1 Professional \ 10 {10)- -
- < 2 Managerial 7 ‘18 (18)
3 Clerical and Service . 15 )'(16)
y 4 Skilled . : 29 - (29) ‘
¥  Semi-Skilled "oe 11 (1D N
" 6 Unskilled - L 17 (18) 0
- 8 Percentages in parentheses refer to 370 full-time students only; Other

percentages include 22 part-time students if the Chemistry Cer‘tificate‘program/

*

]
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Tabre C2° - You and YoqETﬁark: Principal¥ Component and Reliahilitx,Ana;x§is .

-

&

c—

'Callegp ' Work . School

-

.. Item (Brief version)  1Ist Principal Item-lotal Item-Total Item-Total
-3 Component Correlation Correlation Correlatzan -
: ' Loading _
Respopisible .68 © .49 .44 e L38
- Northwhile jobs &nd '
L~ activities .73 . .55 . .41 . .48
. Deciding how the job o : Y ,
~ should be done L. .60 ' 043 .40 . .48
. Treated as an addlt 68 .51 47V 53
Up-to -date equipment .. .66 .47 ° .45 ) .48
Part of a tean ) .69 . .53 B .46 - T44
Reliability | RN CERE YN L -
Percent of Variauce 45.6 g : ‘
Eigenvalue - ﬁpmponent 1 2.73 o
3 - Conponent 2 .89 . . .
‘ N -
% Ccalculated fram na-1) . - ' - -0
ﬂ(l-k) - o
b Cronbach's alpha coefficient -
- ' oy
\‘ -

~Pgble C3 Teathing Methods and WQrk Principal Components Analysis

¢ . B . . ’ \ .
1} — - -
. "Component ( o Eigenvalue - © " Total Vatiance
. . - , Explained (%) - .
— . .
1 6.1 2.1 -
L IS
2 o 1.62 ’ 7.7
‘ / l : -
;3 - 1.43 6.8 .
4 - ' 1.1s © 5.4 :
T —~ . —
/ Total \} 10.30 : © 494
Naw S~~~ ’ - |
t { R -
“ o . . » - h
[ 3 ‘ ~




i ¢ .\,4\ - * ) ! .
Vo ., ‘ . . ’ : o ' 4
Table C4 °~ Teaching Methods and Work: Item Performance ‘
’ : . A > _ .
ST ‘o 1st Principal WItewJotal o
. : ' Component,  Correlstion * - Standard
© Iten~ thading ©  Coefficient Mgan Deviation
1 Uses everyday practical exampies of , ’
topics discussed - , .42 .35, 3.73 .94
2 Provides some work for students ° T
which is similsar to what they would -
do witen they finish the course .52 .43 -3.89 .96 ' - .
) 3 Sets ‘tasks which are useful and . c M
satisfying . .64 .56 3.67 1.02
4 Discusses the relevance of topics .
for our society . . 55 .48 3.32 1.09
- 5 Discusses the usefulness’ and relevance - ' o L
of eachftoplc for later work , *.58. . .50  3.80 .96
) 6 States clearly the purpose of each ‘ o
piece of work .65 .55 3.61 1!16
7 Explains thlngs clearly at.the N
. §tudsfits level N L,69 .61 3.61 1.16
8 €nables you to work at your own pace .48 .43 3.24 1.26
9 Gives enough time to complete a job .44 .37 3.3  1.19
v ,
10 Sets deadlines for work to be completed .06 1{J .06 3.58 1.12
11 Actively involves students in lessons .68 S .59 3.34 1,12
12 Has motivated you to do your best work . .67 600 3743 1,15
.. 13 Treats students as adults .59 .50 3.45 1.32
3 14 Encourages students tiibe fesponsible , . ..
for tMeir actions .59 .53 - 3.91 0.88, i
15 States clearly the Standards which . '
are expected of students . . .47 .42 3.97 0.89
16 Provides a lot of information about o
your progress - .59 .53 2.94 1,21
, 17 Lets you select topics, problems . - : -
and examples * .44 .39 .2.34  1.00 )
18 Enceurfyges students to co- operate ) . P
¢ with eath other in jobs ‘e .62 .54 3.54 1.08 °
) 18 Encourages students to think about - ‘ ‘ Co
¢ their future 1ife .60 .54 3,797 1.03
20 Requires correct spelling and " . '
. exprezéxon in written work . .16 .15 3.35 .1.24
21 Requiftes accurate calculations with ' "L
numbers . . 36 .32 4.12 .90
* Reliability _ . .87. . 86 -
. Scale statistics : 74.02 11.82
Rezwy (alpha) if Qten 20 deleted £ .87 ‘ :
Reliab{Iity (alpha) if item 10 deleted = .87 o \

N = 449

S w204
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Table €5 Teaching Methods and Work:, Factor Analysis ‘.
® . - J . N of > ] T v " i
“Item’ ‘ . Varinaxff«’actox Loadings
) v N lpl ~ ‘ﬁ‘ FS‘ F4
T 1 34 - . : . . he
Y . E . a *
S 2 . 54 o ) -‘f . ‘, . .
P .. . 3\_ } 60, , 1 . - i
o ‘ ) }K . . - ) N
’ » ‘4 ) : _,‘_ - ] Y 55 . 1‘ v .
' B U T A TR .
; .- ‘6‘ ) p",‘ ’ . 49— ‘ - 44_5". .z - 5
S T R " "33 40 ,
e .O8. oY 73 Lt .
4 \7 f ~ LY
9 ¢ . 61.
. . (10 Q- | .
11 L M 43 £
R Y R 46 37 . X
| 13 .37 "33, 34 DL
. Sy 48 : AN
+ Nl \‘?_‘n
) 15‘ 1\ ) 38 ~ 30
16 35 45 ° .
-« ] ”
. pY, i \ * 45
18 ‘; 33 49
19 _ 42
200 s ) 73
21 ' 43
Eigenvalue 6.11 1,62 ©1.43 1.13.
Percent Variance 29.1 t7.7 6.8 5.4
. Note: Decimal points have baen omitted and values less than 0.3
Ifave not beén recorded.
' »
: -
\_: .
L] i ’
. ] .
i} . - .
, 295
) . 199
3 t,
? ) -
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Table C6 ° Practical Emphasis: Item Performance. - . .
Item - T ‘Item-Total Mean Standard E .
. . - Correlation . Deviation \\-
Students ave more.interested in special \
£1°b) training thanca genera} education ' \ . .06 3.90 .99
"~ "The stmosphere is practical ang useful . ~
things are enphas1zed . T U39 Y 4,00 .77
- Many subjects stress abstract xdeas ot - - R ?3
rather tkan real things y ) .07 - 3.32 1.03
< ' The courses here inglude many, reallye Ce A BN ( - )
practxcal subjects v .36 3.93 - .87 4@?‘ . .
E Mast students are interested in the1r Lo PR * ; T
o future Jgps ' St - X .22 4,23 .81 .
v ’ ( . * - ’ F
Nany ‘teach@rs stress the practical uses ‘ S .
of théir spbject so that a student may , v
' apply what he has learned in a job A .38 4,06 .84 -
~ Learfling to work with others is ' ) /
dmportant here - .31 ° 4,20 - .84
Scdle Statistics . | "27.65  3.07
Relxabllxty (alpha) = 0.52 - '
. N=475 ﬁ '
L ¢ o .
v
Table C7  Complaints Scale: Item Performance .
Item . Item-Total Mean Standard
y L, h &> Correlation - Deviation
General work pressure is too great .44 2.71 1.15
.There is not enough time for study - X .35 . 2,63 1.23
o - :
There are too many hours in class ‘ .36 2,78 1.22
. There is ‘too much emphasis on vocational
_ training .46 2.53 1.01
-Course demands too much mechanical '
learning and pot much individual thinking . .43 2.44 1.08 .
Too much like sedéndary school ' .40 2.19 1.24 *
Scale Statistics : 15.28 4. 30
Reliability (alpha) = (.68 _
T N =473 . . /ﬁ { '
: f <
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it

m;;efcs. The Golersnith ‘Self-Esteem I\went r.‘ Summary Statistics

for Itenﬁ’erfomnce ki
_ - ‘ : . : | 3 N s \‘ \ . , -
o . . Y Item-Totsl )
Item Direction Mean Item Scores Correlations '
Category Frequency . Range Frequenc)) Range - Frequency
- *’ ez, © 0.00-0.20 0" 0.00-0.10 2
T et 5:3 .0.21-0.40 2, . 0.11-0.300 -2 '
k ta . : . -
L 0.41-0.6@ -~ 9. 0:21-0.30. 7 4
© - 0.61-0.80 13 ©0.31-040 12
. . D0,81-1.00 ' . > 0.41 " 2
. :t « ~N . .
Number of items = 25 ' ,' L R B
Reliabil-i[y (coefficient alpha) = 0.76 . ' ot
Scale Mean = 15.08 (items scored as 0 oril) ) - ‘ N
Scale standard-deviation = 4.65. . -
NMumber of subjects = 175 , ' . o ST
‘ . Lo
| * At
' \\ |
) L4

P
-
-



‘ Tahie CS Tareer Maturity Inventory-Attitude Scale: Principal Components .
RV -Analysis i ‘ R ‘ B L
R . b . . .- « . ' . . <
' Conpopent Eigenvalue - s Percent Variance Explained, ‘.  .‘
R . 6.57 ‘ R T .
T2 ' .14 1T 8.3
S , Voo : . ‘ ‘
R 3 ~ove 2,44 :%' y < . 409
" 4 . . 2.32 ‘ 417
-‘5" . v 1494 - > . . ) 5-‘9»“ ‘ . .
6 o 1.83. . o Va7 e ‘¢ .
7 o 10T . % T A
- . - 4 * 9 v . : . . / o .
. - 1.51 S 3.0,/ C
s - 1.46 Yoo Ty, 2-9//// I

10 .. 1.43 2.9
/

NSt S “ 1.4 . - . dg°
. - . - ! -
| 1z 1,31+ - Jaue
13 . < iz L )//// 2.5 ,
- 14 119 S 2 . -
. 15 ‘ 114 - 2.3
16 T 1los 2.1

) &
. 17 | 1.04 2.1
Total o 67,3
N = 165 ) . :
N - ‘ ‘
.# 'l
- L po
4
P '\ - *
v * )
<
]
N -
\ \ g

S
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Table €10 Career Msi:urity Inventoz&r-kttitude Scale: ‘F§cto‘r 'Ans‘lysi's'
T Item Ractor Loading’ , Ttem ¢ Factor Losdi
2 FI. (F2° 3 " T FL
. 1 41 s a9
L2 .27 . '+ 36
3 28, 3
. : ey 4 ’
. 4 37 - 29°
. 5 -~ 46 ] 30 . ) '
, 6 28 31 -
7 31 32 ;
8 ) ‘ 33 .35
: 9 .. .28 &g TR
10 .57 35 - o
11 5 36 38 h
12 3% e 37 32 .
13 -36 45 38
T .14 -41 44 (39 "
15 77 69 40
16 40 28 : 41 . 69
17 56 : a2 47 )
18 s1 | 43 52 55
. B 32 35 44 45 62
20 27 45 ‘ 48 .
N 21 46 R 53 ‘
- . 22 35 a7 ! 54
23 42 48 41 58
24 40 28 49 33 48
“ 25 50 do 61 .
Eigenvalue 'y 557 4. 14 2. 44
Percent Variance ' 13.1 8.3 4.9

Note:

Factor Loadings less than 0.25 have not been reccrded
points have been omitted.

and decimal
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..“‘ ‘ ) N e . . ._'i . ; f ’1
. ) . -t - . f '
. o ' . . {
: ‘ S . .. I

. L | | o
‘Na én tTh; Né,ed for ‘Self-Development Scale: mjsmti:stifcs
o - . N I . ‘ v

Y S S o, \\. . {} S .
. Méin Jtem _ item Item-Total
. Scores ™~ ol Standard Deviations Correla?ions
. /Range . .Frequency Range - Freﬁuemy " R§nge ‘,}"reqixéncy
-‘;{ o . _ & '
/T10-20 0 b . <08 3 S
./ 21300 0 0.971.0 4 0.1-0.30 | 1
fos1-a0 12 1.0-1.7 . 4’ 0.51-0.40" 1
kil . * v [ . T
; 4.1-5.0 - 3 Lo 1. 4 01-0.50 3
O ~. | L >0.50 1\ 9
Lo, ' : L ‘ L R _
‘ . : Number of items = 15 . \
L Relisbility (coeffigient alpha) = 0.8 o ‘_‘,
' Scale mean = 55.97 v 3 ' ' o
Scale standard deviation = 8.52
. ) ~ ’
[y ~ v . ‘
4 ) ﬁ '
i 7
— t
S .
§ v - ’
. \ ;
P ) 5 :
- ! .
. < . -
L3 / ‘
\ R1( .
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‘r_present study has been simply repfeSanspd in Figure E12/1. o o

R

-

LY

Table G12 Computin Consiétengy Scores for the Future .,
Possibilities Question N . o

- . N -

Accordxng to Hollandf(l??S) occupdtions can be classified into six broad
categories: ealistic, 1nvest1gat£§e . artistic, socxal, enterprising and
conventionalt To represent the simllarigb of these occupations Holland has
proposed & haxaéonél diagram as well as a detailed classification of many
jobs. .Hoiland's hexagonal model with the coding categories uSed in the ‘

As discussed in Chdpter Six this moéel provided a structure for exémfﬁing
'student career choice in the Melhour%e Careers ?roject following an ;pproach
developed at the Johns Hopkxns Universxty. Baltimore. Inm that project
students' future possxble .occupations were scored accordlng to how closely °
they resembled vocat fonal “aspirations. For the present project future

ssibilities weye scored in relation to the congruence of those dh01ces with

the fields to which the course of study was directed viz:

‘ = :
Carpentry and Joinery and Polytechnical : Realistic .
Office Training : Conventional * .

° -

Chemistry Certificate : Investigative;

- -

Future possibilities were first_classified according to Holland's six \\

- categories and then coded on computer. A procedure based on the SPSS system

(Nie, et al., 1975) was devised as part of the present project to generate

for each student y

(a) proximity scores for each stated possibility, and

. (b} an average consistency score for the list of passibilities.t

The procedure also calculated the number of possibilities listed by each student.

An outline of the main steps in this procedure is provided below. It was _|
used in conjunction with the Statistical Package for the Socia;'Sciences
< ,

-
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: Table C12 (cahtinued) oo S

“ & ) . .

(Nie gg al., 19?5) but could be npplxad to other packages ‘ ‘ .

- . 1 ‘»
A . .

-,z

<

» 1 The data on edch of the 10 Variables representing the listed
' possihiiities, as coded into~Holland's six categories” was read. T

2 ‘Scores were calculuted which indicated the‘proxzmxty of ‘each choxce
to the crassxfxcation appropriate to the course of study. In thzs
' (‘ project the courses came from three c13551f1catruns and this resulted
“ in 30 new variables. The DO REPEAT and RECODE prograus of the SPSS
were used to perform thxs*task Fog_example, to calculate prcximzty .
scores, far office trainlng the following recod1ngs were requxred . ,
& to 4, 5 to 3 1 te 3, 4 o 2, and 3tol, : ; , A

'3 The total number of possibilities’ N) listed by each respondent was - .
calculated. The COUNT procedure was used for this,

4 The sus 6f ail the proximxty scores for each re5pcndent was calculated

using a summation procedure which termznated when the number of

4r

- possibilities listed was exhausted. Three totals®ere calculated
(TOFE, TREAj TINV) in the present project. ° T L.

5 The average sccxes were calculated by dividing the sum of the progimity

~ scores by the number of pass1b111t1es ‘ ) "
, :
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. . Table C13 Retrospective Sati<faction: Some Results g . ’
- . . “ l;‘“ L X
_ : : . Item-Total Standard -
. . _ ‘ Correlation .Mean Deviation
. - :
. ‘ -~ .
- -1 The skill¥, knowledge amd {0.47 3.92. . 0.99
‘ techniques in my job ; . e '
s v £ ' *
- —* 2 Self-awafeness‘and self- . & . 0.55 - 3.80, 0.9d .
. . confidence and understanding g .
: . ot .peofie _ . ’ o ‘ .
‘ 3 A des in settling into a ‘0.-58g A 3.84 0.91
. . job - o , , : o Cor
4 Basic skills of reading, T 0.5¢4 3.92. . 0,93
writing and calculation , ’ ' " "
S5 General knowledge of.society . 0.61 ' 3.5¢ - . 0.91
6 Experience of what work is . 0.59 3.84 - . 1.02
like ‘ : , - _
7 Xnowing how to obtain-a job 0.54 "~ 4.05 0.96 R
8 Experience of working under 0.60 &, 3.33 .20
pressure st . ‘
Scale 0 alpha = 0.83 30.24 5.34
Note: '1 = very well
. . \}o
5 = very poor :




